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ABSTRACT 
This study iscsmcerned with educational influences by two social 
groups in Queensland. The changing influences of the Fundamentalists and 
the New Class are investigated over a 20 year span from 1966 to 1986. The 
specific focus is on the curricular effects of their ideologies on the 
subject Citizenship Education in years 9 and 10 of secondary school 
(students aged 14-15 years). The Fundamentalists have been a powerful force 
for many years. This is due to the generalizable nature of their ideological 
tenets and to the existence of a large and receptive rural population in 
Queensland. The New Class has increased its influence as more people in the 
workforce have engaged in 'mental work'. 
The study uses the sociology of the curriculum as the overarching 
framework of theory. This enables focus on curriculum as a social artefact. 
Curriculum is presented as the product both of historical and contemporary 
social forces. The theoretical ideological bases of the two social groups 
are elaborated within this framework. These bases are used to help identify 
the presence of influence by one or both social groups as evidenced by 
ideologically-oriented contents in curricular materials. Both groups base 
their positions on widely-known theoretical ideas, such as the literal 
'truth' of the Bible for the Fundamentalists, and the belief in progress 
through technology for the New Class. Liberal ideology welcomes plurality 
in society. As a consequence, liberalism invites groups to compete for 
space in the curriculum reflecting their respective interests. Tenets in 
the ideologies of the Fundamentalists, the New Class and liberalism are 
specifically identified. 
The theoretical bases enable comparison of relative status of the 
ideology of both groups as reflected in teaching materials produced over 
the period under study. The comparisons are focused by four contentions 
which are used to guide the research. These contentions posit: the 
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existence of ideological influences by social groups on Citizenship 
Education; roles of liberal ideology in curriculum development in this 
area; shifts in ideological preference by the curriculum developers over 
the period; and ways by which liberalism sustains competition by social 
groups seeking access to curriculum in Citizenship Education. These 
contentions are tested against data from text-books used in Citizenship 
Education, other documentary materials such as school work programs and 
syllabuses in Citizenship Education, and interviews with text-book authors. 
Quantitative and qualitative methods are used in order to gain multiple 
perspectives on the contentions. The methods are sequenced in such a way 
that the contentions are progressively refined, or modified after reflection 
based on findings from each method. They are, in the order implemented: a 
frequency count of key words in selected textual materials, quantitative 
content analyses by principal component analysis and by a technique called 
analysis of concepts in text, interviews, and a study of socio-historical 
context. 
The title of this research. From Citizen to Individual, signals one 
of the important findings. Citizenship Education in Queensland has changed 
its orientation from teaching for conformity by citizens to encouraging more 
individuality. This shift strongly supports the contention that the ideolog-
ical influence of the New Class has made rapid gains over the period. Other 
findings show that the Fundamentalist ideology is waning in its influence on 
Citizenship Education. Liberal ideology continues to invite social groups 
to participate in curriculum development. It does this through its beliefs 
in tolerance and plurality as curriculum ingredients. Conclusions related 
to the contemporary and possible future positions of the Fundamentalists and 
the New Class are offered, and are related to changes in the broader 
socio-political milieu of Queensland. Social curriculum is likely to change 
in ways consistent with changes in Queensland society, as new demands are 
made on text-book writers and curriculum developers. 
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The thesis of this study is that the development of school curricula 
is influenced by the ideologies of social groups. A corollary is that the 
extent of influence upon curricula is positively related to the relative 
power of groups in society. This thesis is examined with reference to the 
subject of Citizenship Education in years nine and ten of Queensland 
secondary schools during the two decades of 1966-1986. The thesis which 
is pursued through an investigation of the influence of ideologies held by 
social groups on curricula and supporting textual materials in Citizenship 
Education, requires an analysis of some aspects of social dynamics in 
Queensland. The ideologies which receive particular attention are those 
identified with the Fundamentalists and the New Class. 
Initially, the study establishes evidence of influence by the 
Fundamentalists and the New Class in curricular materials. The study is 
expanded to the role of liberal ideology in curriculum development, the 
changing influences on Citizenship Education by the Fundamentalists and the 
New Class in the period being studied, and the contemporary utility of 
liberal ideology for either one or both of the social groups featured. 
These investigations are framed by four contentions which provide the focus; 
1. There are changes of influence by the Fundamentalists and 
the New Class on the school subject Citizenship Education 
in Queensland. 
2. Liberal ideology encourages access by social groups to the 
curriculum in Citizenship Education. It also provides the 
language enabling this access. 
3. Fundamentalist influences in Citizenship Education are waning 
in favour of New Class influences. 
2. 
4. Liberal ideology persists in Citizenship Education but 
it now serves the interests of the New Class. 
The first contention is designed to determine the existence and character 
of changing social influences on the Citizenship Education curriculum. The 
remaining contentions are aimed at exploring the consequences of these 
changes through the sociology of the curriculum. 
The study is undertaken at the level of reality of curriculum planners 
and text-book writers over the twenty year period. Perceptions of classroom 
teachers and pupils are not within the field of inquiry. The focus, there-
fore, is on the activity of creation rather than that which Eisner (1979) 
calls 'curriculum diffusion'. The orientation is that of the sociology of 
the curriculum which holds that curriculum developers and text-book writers 
stand between the ideologies of social groups, on the one hand, and class-
room teachers and pupils, on the other. According to Inglis (1985:47), a 
curriculum is the 'official register of a society's knowledge', and it is 
an intentional (his emphasis) structure. The intentions of the curriculum 
are probed in order to gain insight from its social origins. 
The thesis directly concerns the theoretical propositions that social 
groups seek benefits through the curriculum in schools, and that the status 
of social groups is reflected in the curriculum. These theories are well 
known for their complexity and their polemic (Englund, 1986:13). Yet, 
without such tests as provided by this study, a considerable body of 
writings about the curriculum will remain at the level of conjecture. The 
main related concepts, namely curriculum, ideology, social groups, and the 
milieu in which they are all embedded will be elaborated in order to 
clarify the relationship between society and the curriculum. The relation-
ship between the milieu and curriculum is now addressed. 
2. The Liberal State and Curriculum 
Liberal democracies are distinguished by a readiness to accept multiple 
3. 
views on issues in society. This inevitably presents a lack of agreement 
on many matters, including those of education. Curriculum, which is one 
of the major concerns of educators, reflects this lack of consensus in 
society. Some states have appointed groups such as curriculum committees 
for filtering and selecting diverse views on education. 
According to Badie and Birnbaum (1983:103), 'Civil society invariably 
organizes around the state once the state has come into existence'. The 
consequences from this are that: the state's views must be accommodated by 
curriculum makers; the state must argue that the curriculum reflects the 
needs and interests of society in general; and, the role of the state in 
curriculum development is usually undertheorized. This is not meant to 
preclude other important influences on curriculum, but rather to establish 
that the others exist within the environment of the state. 
The complications faced in liberal democracies by curriculum developers 
are shown by Margolis (1979:72) in a contrast of fascist and liberal views. 
Where the liberal democrat -byishes to use the state 
to further the ends of individual citizens, the fascist 
wants the state to use the citizens for its own 
advancement. Where the liberal democrat wants to 
decide for himself^ the fascist wonts the state to 
decide for him. Where the liberal democrat believes 
that popular sovereignty should serve to limit the 
cope of political leaders^ the fascist believes in 
unfettered leadership. 
Compared against the extreme of fascism, the three beliefs of liberal 
democrats which appear above, illuminate significant problems associated 
with curriculum development:" that of providing for individual needs, ample 
opportunity for self decision-making, and limitations on the involvement 
by political leaders. These ideals cannot be reconciled with the power 
arrangements in modern states where the interest is more in providing what 
Bates (1984:76) refers to as the 'One Best System' than in focusing on the 
4, 
needs of individuals within the system. Such a conception of schooling 
gives curriculum a clearly normative function and is therefore contrary 
to values positions which stress individual differences. The pragmatic 
advantage to the state of promoting one set of values, often outweighs 
attempts to pursue liberal ideals. The contradictions between rhetoric 
and practice in liberal democracies has been noted by Cohen (1975:113) who 
observes 
The essence of schooling is that it serves the 
adaptation of universalistic values^ criteria and 
standards of performance; this is also the value 
system fostered by the state. 
Restraint on the curriculum has been used as an instrument of state 
policy even in liberal democracies. Crompton and Gubbay (1977:115) note 
that 
...since education can also stimulate questioning 
and criticism, it is hardly surprising that some 
govemments hccve been tempted, or forced, to seek 
direct control over educational content, preventing 
the imparting of ^dangerous knowledge'. 
However, liberal educators rarely approve when the state monitors 
curriculum content, particularly if the end result is a form of censorship. 
According to Wringe (1984:67), such practices as censorship can exist only 
if there is a consensus. In a socialist system such as Romania, consensus 
is thought to exist in society and this serves as a reference when 
teachers are reviewed. Croghan and Croghan (1980:163) claim that part of 
the report by inspectors on third year teachers seeking permanence in the 
Romanian education system 
...deals with the teacher's ability and success in 
imparting proper ideological attitudes to the students 
in the classroom. 
The key word in this observation is 'proper'. The suggestion is that 
ideological attitudes have a legitimate and popular understanding in 
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Romanian society. Such is not the case in liberal democracies where there 
is a growing awareness of social pluralities with different value systems. 
In such democracies, Inglis (1985:143) contends 
...it is an excellent premiss of liberal or social 
democratic societies that the content, form and 
organization of the curriculum is constantly open 
to public debate. 
Lacking explicit ideological structures, the direction for liberal 
curriculum developers is less clear than for their socialist counterparts; 
liberal democracies contain many ideologies which compete for prominence. 
3. Multiple Viewpoints in Liberal Society 
Mass media of communication have raised the general level of awareness 
of the populations of liberal democracies. This makes it difficult for 
the state to allege the superiority of one ideological view. Messages 
reflecting many ideologies are conveyed by the media and often with no 
accompanying judgement. Referring to the educational significance of 
widespread television. Postman (1979:100) cautions that 
We have a generation being raised in an information 
environment that, on the one hand, stresses visual 
• imagery, discontinuity, immediacy, and alogicality. 
It is antihistorical, antisoientific, anti conceptual, 
antirational. On the other hand, the context within 
which this occurs is a kind of religious or philosophical 
bias toward the supreme authority of technicalization. 
What this means is that as we lose confidence and 
competence in our ability to think and judge, we 
willingly transfer these functions to machines. 
The consequences for curriculum developers is that the spread of mass 
media into society has reduced the control over knowledge which was once 
held by the education system. Eggleston (1977:31) believes that 'the 
curriculum for the masses...was required to facilitate social consensus'. 
Such a consensus is rendered much more difficult when myriad viewpoints 
are offered outside the classroom. Ideological propositions related to 
values and behaviours are presented through the media and support this 
diversity of viewpoint. Tension between the mass media and schooling has 
progressed to the point where Postman (1979:50) using television as an 
example now concludes that 
.. .television is not only a cvrricxulvm but 
constitutes the major educational enterprise 
now being undertaken in the United States. That 
is why I call it the First Curriculum. 
Television, and other media such as newspapers and radio, are powerful 
forces because they may be used to 'redefine the world in unreal terms' in 
order to strengthen a state's ideological position among i t s c i t izens, as 
claimed by Shall is (1984:110-111). But opposed to this view is the 
functionalist claim by Ingl is (1985:145) that 
...it may plausibly be claimed that the range of 
narrative on television about the multitudinous 
foirms of the good and the bad life., .helps a country 
recognise its own tolerable variety, and therefore 
helps keep it tolerant, as well as sympathetic, even 
compassionate, understanding, mutual, perhaps 
friendly. 
These views suggest that mass access to many examples of contemporary 
thought make curriculum development a complex enterprise. 
4. Curriculum in Turmoil 
Coupled with the increased access to multiple ideologies both inside 
and outside school is the reluctance of a l iberal society to make moral 
judgements for i t s members. McCloskey (1973:3) observes that l iberal ism 
prides i t s e l f on not enforcing value judgements or concerning i t s e l f with 
an individual 's morality. Such an ideological position in l iberal ism has 
led to the ' fe t ish of indecision' (C.Wright Mi l ls , 1974:250). For 
curriculum planners in education systems inspired by l iberal ism, this 
7* 
means the end of what Tyack and Hansot (1981:16) call the 'closed system 
of school governance'. Social groups with zealous missions and self-
professed authority demand that their views be included in school curricula, 
and liberal ideology requires that their views be heard. 
Not many years ago, curriculum planners could rely on some measure 
of agreement about social and educational objectives. Today such measures 
are dubious. The diversity of ideologies in society has become a fact 
of life. Few would now agree with Dewey (1929:17) who wrote that the 
teacher is 'the prophet of the true God'. More to the point may be the 
belief of Renwick (1977:8) that 'There is still one God and Allah is still 
his prophet', with the caveat that there are now many forms of worship. 
Eisner (1979:273) reassures the insecure curriculum developer with 
the words that 
The process of curriculum development, like the process 
of doing quantitative empirical educational research, 
appears much neater and much more predictable in 
textbook versions of curriculum development and 
research than it is in practice. 
The justification for this statement lies in the diversity and the 
intensity of beliefs held by social groups which must be placated by the 
curriculum. Formulae have been provided for curriculum development. 
Zais (1976:396), for example, believes almost all curricula are either 
subject-centred, learner-centred, or problem-centred. These conceptions 
provide structures for development. However, the ideological nature of 
curriculum raises problems for curriculum makers regardless of whether 
they are focused on problems, learners or subjects. The three structures 
themselves rest on ideological premises. The text-book version of 
curriculum development is theoretical and tends to remain mute on 
specific content or specific method deemed best. Rather, ranges of 
content and methods are suggested, and these admit turmoil to the process 
of curriculum development. 
Diffidence in curriculum development has given rise to what Eisner 
(1979:83-91) calls the 'null curriculum'. The null curriculum concerns 
the intellectual process which schools neglect as well as the content and 
subject areas which are absent from the school curriculum. It is a response 
to unclear value positions owing to unresolved disputes in society. In both 
dimensions of the null curriculum, social groups are the most important 
factor. 
Articulate and aggressive social groups have reduced the confidence 
and certainty of curriculum developers. The situation has reached the 
stage where Inglis (1985:23) equates the ideological battle with a war, and 
the curriculum is the prize. 
The curriculum, it is not melodramatic to declare, 
really is the battleground for an intellectual civil 
war, and the battle for cultural authority is a way-
ward, often intermittently fierce, always protracted 
and always fervent one. Its different guerrillas 
include parents, pupils, teachers, bureaucrats, left, 
right, centre, nationalities, and the compelling 
mercenaries of the market forces. 
Feminists, animal liberationists, capitalists, Marxists, conservation-
ists, and many other current representatives of ideologies in society 
recognise the importance of the school curriculum to their respective 
social projects. The curriculum alone, of all the available forums, 
gives legitimacy to these views. Once a belief becomes school knowledge 
there are few occasions for argument. 
Curriculum development is in turmoil owing to the vast spectrum 
of knowledge, opinion and emotion in society. To this must be added the 
belief of Parkin (1984:67) that '...a large (and increasing) proportion of 
the community is, for the first time in history, itself well educated and 
thus able to make fairly informed judgements about school policy'. 
Therefore, each thought in a curriculum planner's head must be tested 
carefully before it enters the system. Renwick (1977:12) alerts curriculum 
developers to the view that 'cultural pluralism is a phase whose 
implications are only beginning to dawn on us'. Liberal democracy has 
become ^Qvy complex and the curriculum, by whatever measure, will respond 
to the complexity by accommodating multiple viewpoints. 
The involvement of social groups in school curriculum shows no signs 
of weakening, nor does interest by curriculum developers in providing 
courses of study for schools. Brady (1983:21), believes 'If schools are 
to function as a mirror of society, they must keep pace with social and 
cultural change when curriculum is planned'. Consequently, social groups, 
and the ideologies which inform their activities, may well acquire greater 
influence over the development of school curricula. 
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CHAPTER TWO 
IDEOLOGY AND CURRICULUM 
1. Introduction 
Curriculum, ideology, and their interaction are central to this study. 
Many writers assert that society and culture exert a strong influence on 
curriculum. Wheeler (1970:15) says '...the curriculum will be shaped by 
the culture of the society in which it operates'. Zais (1976:15) says 
'...it is not surprising that society and its culture exert an enormous 
influence on the curriculum.' Hannan (1985:39) believes it is essential 
that curriculum be adapted to the culture of the learner. 
In these instances, culture is treated as an encompassing social 
phenomenon with a monolithic expression in educational matters. It appears 
that only one voice from society, the 'culture', has to be heard. This 
accords with the meaning of culture put forward by Ski 1 beck and Harris 
(1978:10) as '...something like the whole way of life of a given society, 
particularly as represented by a comprehensive mode of beliefs, values, 
ideas and life styles.' Such a meaning of culture implies that it is an 
identifiable source of schooling and curriculum because of its ready 
conversion into curriculum contents. 
While this notion of culture may amply be recognized in the literature, 
the proposition that a single set of social beliefs shapes curricula is 
rejected in favour of multiple social beliefs shaping them. These social 
beliefs will be presented as ideology rather than culture. Smith (1981:75) 
has said 'It may well be time to abandon one or the other term of the 
culture-ideology couplet te avoid the tedious and perhaps unproductive 
reworking of the terms ' Ideology, as a cluster of value assumptions, 
is held to be dynamic and plural. Thus, ideology will be presented as an 
ever-changing social phenomenon with varied manifestations. This is in 
keeping with the view of Abercrombie, Hill and Turner (1984:57) '...that 
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the evidence of feudal and capitalist societies does not support the claim 
that there are dominant ideologies or conmon cultures'. Rather, the 
position held in this study is that there is competition among aggressive 
social groups which attempt to promote their ideologies over others. One 
of the manifestations of this competition is in the curriculum which can 
be used as a 'scorecard' to help determine how the respective groups are 
doing. Various social groups have different degrees of influence on school 
curricula. There is evidence of this in syllabus statements reflecting 
different ideologies. 
The extent to which social groups infiltrate school curricula by way 
of their ideologies is central to this study. Curriculum developers in 
liberal democracies attempt to meet the demands of many social groups, so 
the relation between their ideologies and the contents of the curriculum 
may be inferred from the text of syllabuses. They may represent philosophies 
ranging widely from what Hannan (1985:247) says is 'meritocratic' to 
'democratic'. The ideologies of groups are pegged along such a range with 
some getting little formal recognition and other groups getting a great 
deal of recognition in the curriculum. A one-to-one correspondence between 
the wishes of one social group and the curriculum is not found in liberal 
democracies. 
It follows that curriculum will not be depicted as free from ideology. 
Curriculum is political (Dearden, 1980:149), and curriculum is ideological 
(Eggleston, 1980:15). That is, curriculum is a result of the use of public 
power and it is the reflection of the principles and the beliefs which 
organize social groups. These considerations are theorized within the 
sociology of the curriculum. 
2. Major Concepts in the Study 
Many of the terms used in social science research have been used so 
often and been subjected to so much scrutiny that they have lost their 
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precise meanings. In the opening pages of On Ideology, the editor 
(Schwarz, 1980:5) says, 'The questions raised by the term (ideology) have 
been posed and apparently resolved many times'. In order to establish 
meaning for key concepts within this study, stipulative definitions will 
follow a detailed discussion of each. 
A. Ideology 
Marx is usually credited with having founded the theory of 
ideology. For Marx, ideology has the dual capacity of serving the 
interests of capitalists, while simultaneously leading the proletariat 
to believe their interests are also being served. Thought emanates 
from material life and it conditions the possibilities of transcending 
what is given. Thus, according to Marx and Engels (1968:38), 'Life 
is not determined by consciousness, but consciousness by life.' 
Bottomore (1979:32) points out that while the Marxist view of ideology 
is that it is a social and cultural process, it 'occurs without 
individual thinkers being aware of it'. Dominance by capitalists and 
their affiliates and subservience by the proletariat are made to seem 
natural by the capitalist ideology. 
Mannheim (1952) developed the theory of ideology into the sociology of 
knowledge (de Sousa, 1979:94). Mannheim's (1952:49) belief that knowledge 
is a social product is relevant to his position that ideology is divided 
into the 'particular' and the 'total'. Particular ideology relates to a 
small piece of life and is typically implied when one is skeptical of the 
ideas underlying someone's claims. Ideas found in the particular ideology 
are simply thought to be untrue or unfounded because they are 'ideological'; 
that is, they are only held to be beliefs which are not shared. When ideas 
are thought to be ideology in the particular, they are but a slice of a 
whole belief scheme. For example, a belief that one should practise honesty 
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in all instances would be an expression of ideology in the particular. 
Ideology in the particular assumes a status in Mannheim's (1952) work 
similar to that of the Marxist concept of false consciousness which in 
brief means to disguise reality in order to advantage a social group or 
social groups. 
The total ideology is described as the '...ideology of an age or of 
a concrete historico-social group, e.g. a class...' (Mannheim, 1952:49). 
It transcends the psychological perceptions of individuals derived from 
the particular ideology, because it is on a level which individual 
perception cannot grasp. Rather, the total ideology is the product of what 
is commonly called the 'wisdom of the age'. It consists of the assumptions 
which determine the ideology of a social epoch for social groups. A belief 
widely held by capitalists that the market place can solve problems of 
material distribution is an example of such an ideological assumption. 
Mannheim (1952:52-53) contends that the sum of the particular perceptions 
of ideology does not produce the total ideology because the psychological 
perceptions do not contain the theoretical orientations needed to create 
the total ideology. A capitalist may believe in the power of the market, 
but this belief must be held more widely and without challenge to be the 
total ideology. The total ideology is the result of historical forces 
which create assumptions underpinning social life. 
A progression from Marx and Mannheim can be found in Gouldner 
(1976:xii) who describes himself as a Marxist outlaw (his emphasis). The 
progression is characterized by Gouldner's optimistic view of ideology. 
Gouldner sees ideology as visions which are the products of historical 
evolutions. There is the tragic vision whereby people of the past accepted 
their lives without question. This vision is couched in the social 
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conditions of the day, a time of feudal arrangements, and was supported by 
the thought system of Christianity. People were cursed with original sin 
which implied that passion often overcame reason. Thus, for Gouldner 
(1976:70), the single most important function of the tragic vision is to 
impose limits on the behaviours of people. 
By contrast, Gouldner (1976:71) says there is also an ideologic vision 
which is generic ideology, referring to the common characteristics of all 
ideologies. The tragic and the ideologic visions, are diametrically opposed 
views promoted by their respective functions. These functions have histor-
ical origins. 
Causing people to accept their fates in life and all the arrangements 
that this entails was the task of the tragic vision before people became 
aware of their status which Gouldner (1976:67) calls 'subjecthood'. Modern 
ideology was born at this point in time which Gouldner loosely equates with 
the French Revolution. Contrary to the tragic vision, this new vision is 
ideological, and offers belief in the powers of ordinary men and women 
(Gouldner, 1976:70). It casts off the limitations of deterministic futility 
imposed by the tragic vision. 
Unlike the tragic/comic masks of Greek antiquity, Gouldner sees the 
other side of the tragic mask as hope and a vision of freedom. The tragic 
is pessimistic under the rubric of pessimism and the ideologic as optimistic 
under the rubric of optimism. One constrains while the other liberates. 
According to Gouldner (1976:75) 'Each speaks the other's silence'. 
He believes that both the tragic and the ideologic visions promote a 
false consciousness. The false consciousness of the tragic vision caused 
people to believe that: their conditions, as bad as"they were, were the act 
of free will. This was aided by Christian guilt associated with original 
sin. The false consciousness of the ideologic vision lies in the belief 
that bad conditions are only temporary. People's futures are bright 
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because decency, courage and enlightenment will ultimately prevail 
(Gouldner, 1976:76). 
Having argued that the ideologic vision has replaced the tragic vision, 
Gouldner presents a dichotomy of ideologies. This fundamental distinction 
is between conservative/reactionary ideologies, and liberal/radical ideol-
ogies (In this context, Gouldner is using 'liberal' in the American sense 
which is essentially the opposite of conservative.). 
The liberal and radical ideologies are of more personal interest to 
Gouldner (1976:84). The liberal and the radical are equated with the 
dramatic and the romantic because they contain directions for change. 
These contain more important missions for ideologies than the maintenance 
ideologies. This Gouldner (1976:85) reveals when he identifies the 
generic dimension which underlies all ideologies as ideal ism. 
Calling ideologies idealistic does not supplant the reactionary/radical 
choice available because idealism is endemic in both types. All ideologies 
reject the world as it is (Gouldner, 1976:85). This rejection may suggest 
a return to some time past, a flight to some time in the future, or a 
tightening of defences around that which is the present. 
In any event, ideology emerges in two ways. First, it may be a belief 
that what is real should either be controlled or influenced by the ideal. 
Second, is the belief that ideology is a powerful form of persuasion devoted 
to good for the sake of good (Gouldner, 1976:85). Seeing ideology as 
idealism distances Gouldner from both Marx and Mannheim who only saw the 
potential of ideology as a weapon used by one class against another. 
Gouldner's version acknowledges the potential of ideology to constrain 
(tragic). He also develops the concept of ideology, claiming its potential 
for relieving constraints by recognising that people have some control over 
their own lives. 
Two other views of ideologies are advanced. 
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Ideologies Contain Assumptions 
Ideologies publicly display the tenets which identify one from another, 
but the single most important characteristic of an ideology is that it 
contains several assumptions which are unifying among and unchallenged by 
the adherents. These assumptions take the form of values and beliefs which 
link social units into a transcendental whole (Bell, 1971:226), and give 
meaning to the social fabric. The assumptions form the givens from which 
ideological insights emerge. Foucault (1972:210) refers to this assumptive 
cognition as determined by '...rules that are not all given to their 
consciousness'. Unconscious and sub-conscious stimuli thus bring about 
conformity with assumptions connected with an ideology. 
Assumptions within ideologies are necessary to convey the particular 
values of that ideology as well as the assertion that social and psycholog-
ical reality calls for the implementation of these values (Mark, 1973:3). 
The assumptions vary among ideologies as well as within them, but the values 
which underpin these assumptions are not put to tests of truth. Those who 
share the ideology accept the assumptions as truth, causing the assumptions 
to be unproblematic, (Blasi, Dasilva, and Weigert, 1978:250). The 
assumptions determine social perceptions. According to Oakeshott (1984:227) 
these assumptions are often abstracts of traditions which have proved useful. 
Ideologies Are Group Constructs 
Ideology is usually seen as being related to a group, class or community 
(Littler and Salaman, 1984:65; Gouldner, 1976:231; Mannheim, 1936:55; 
Abercrombie, 1980:10; Plamenatz, 1970:15).' Ideology serves to define 
members of a group, class or community because it is the source of the ideas 
and beliefs which provide collective cohesion (Rejai, 1971:9-19). Ideologies 
can be developed by individuals but the importance of their set of ideas is 
the effect the ideas have on others. Thus, the ideas developed by Marx and 
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Christ become the basis for the respective ideologies and are the focus of 
the followers long after the originators are gone. The ideology of Marx 
becomes Marxism, for example, and the group-assigned orientation becomes 
more influential on the course of social development than the life of the 
person who originated the ideology. An ideology may even distance itself 
from its creator once it become group property. Marxist followers chose 
many different directions in their interpretations of his work. Marx was 
forced to announce before his death that he was not a Marxist (Boskoff, 
1966:9). 
Ideologies held by only a few believers may also be important, 
particularly to the band of believers. However, ideology usually refers 
to ideas, beliefs and attitudes associated with a large group (Plamenatz, 
1970:16). The beliefs contained in an ideology contain sources of identity 
for a class, group or community within society, and in the case where one 
ideology is dominant it encompasses society at large (Mueller, 1975:101-102). 
Littler and Salaman (1984:45) point out that the ideology of one group 
may give rise to the need for another group to develop an ideology. They 
cite the ideology of trade unionism which they hold is a response to the 
ideology of employer groups. 
Ideologies Are Interpretations 
The ideas and beliefs of which an ideology consists are not two 
designations of the same concept. They are necessary but different parts of 
the view that ideologies are interpretations of the social world (Rosenmayr, 
1975:49; Skilbeck and Harris, 1978:10). Ideas are important means of 
providing the foundation of an ideology, but belief is needed for the 
maintenance of the ideology. Ideas are often subject to testing and 
verification which would undermine the power of ideologies over people. 
Beliefs, on the other hand, say little about truth and falsity but rather 
sponsor routine thoughts or actions, which relate to a grander set of 
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beliefs or interpretations of reality, that is, an ideology (Rejai, 1971: 
4-5). To be followers of a given ideology, people must believe that 
interpretations of the social reality offered by the ideology are true. 
One version of truth promoted by an ideology may have emerged because 
another version has been concealed (Abercrombie, 1980:113), but the version 
embedded in the ideology becomes the ideological framework for the symbolic 
meaning systems for those involved (Carlton, 1977:21). 
Equality before the law and material equality are... 
not only different but are in conflict with each other; 
and we can achieve either the one or the other, but 
not both at the same time. The equality before the law 
which freedom requires leads to material inequality. 
A socialist, or even a Christian, may be forced to disagree. A different 
ideological weighting on 'equality', may alter the interpretation. 
Ideologies Offer the 'Good Life' 
Since ideologies contain the values and beliefs with which subscribers 
associate themselves, translating these values and beliefs into practice 
represents the best form of social organization (Mark, 1973:3). The claim 
that they offer the 'good life' made by all modern day ideologies (Dion, 
1962:324) rests on the set of assumptions professed by the ideology. The 
use of the term 'good' in reference to ideological selection does not 
necessarily mean an absolute good; it is often only good relative to the 
alternatives offered. An ideology may profess sharing as the way to the 
best world, such as: the greatest good for the greatest number of people. 
This suggests that the member at the top must have less in order that 
those at the bottom will have more. A competing ideology may claim that 
the fruits of competition are to be enjoyed without remorse for those who 
lost. In either case, those who believe in either ideological position 
will believe their course of action to be the better way. 
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In describing an ideology embracing anarchy and capitalism, Sampson 
(1984:19) asks the question, 
Where would one place a group who favour abortion without 
legal control and unrestricted immigration, but oppose 
laws against sexual and racial discrimination? Who 
favour extending dvil rights to children and favour 
nuclear power too? Who welcome gay liberation, and 
warmly approve of business? 
It would seem to the unwarned reader that these attitudes were dissonant 
and not part of a group's view of the 'good life'. Sampson (1984:19) 
contends that these attitudes identify a group in pursuit of increased 
personal freedom at the expense of respect for authority. Thus, there are 
many views of the good life and how to construct it. 
A review of the literature on ideology by Kellner (1978) reveals the 
striking disagreement on its meaning. Similarly, Hall (1986:36) points 
out that '...no ideology is ever wholly logical or consistent'. In spite 
of these difficulties, a considered description of ideology is now offered. 
Ideology is a set of beliefs characteristic of a social class or group. 
These beliefs are based on assumptions regarding social and cultural life. 
Furthermore, they are used both to defend and also to advance a social group's 
position in society. The ideology of a social class or group may even become 
that of the state in which case it may become co-extensive with the broader 
society itself. Being socially produced, an ideology is the product of 
history, and therefore it is not static. 
B. The New Class 
Essentially, the New Class is the term used to describe 'mental 
workers' including people associated with bureaucracy and technology. The 
criterion for membership of the New Class lies more with subscription to an 
ideology than with the relationship to the means of production (Gouldner, 
1979:37). Because the relationship to mass capital and production is an 
unresolved issue with regard to the New Class, this makes its status as a 
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class a contentious matter. The notion of the New Class as a class is 
related to its ideology. Class will be discussed first. 
Much has been made of the concept 'class' with the result that at 
least one writer in the field (Musgrove, 1978:35) claims that it is only a 
modest exaggeration to say that 'social class is an invention of sociol-
ogists'. The utility of the concept is as a device to organize and arrange 
the society along lines of interest and ideology. It enables penetrating 
explorations of society. 
A great deal is owed to Marx and neo-Marxists, but their concept of 
class is strictly economic, with class membership being derived from the 
either-or status of owner or worker. Marx noted the existence of the 
'middle class', but it has not been adequately theorized in Marxist 
analyses because it did not fit comfortably within the notion of antagonis-
tic production relations (Hyman, 1983:17). It is left to theorists such as 
Carchedi (1983:184-186) to give the New Class a capitalist profile in the 
eyes of labour. But it is not technically capitalist because the New Class 
lacks the power to dispose of various means of production which is an 
element essential to genuine capitalism. Wright (1983:131) assigns to 
those who do not fit into bourgeoisie or proletariat, a nebulous position 
somewhere in between the two. He calls them 'managers and supervisors', 
'semi-autonomous employees' or 'small employers'. What the awkwardness of 
placing members of the New Class signals is the outdated nature of Marxist 
analyses. Such analyses served an important purpose in providing an 
explanation of social and political tensions and dynamisms in capitalist 
countries, but as economies of those countries became mixed and as the 
New Class grew in importance, new perspectives were needed. 
The New Class is certainly not limited to capitalist countries. 
Djilas (1957) identified the New Class in Soviet bloc bureaucracies, and 
Croghan and Croghan (1980:43)' point out that while only 18% of the Romanian 
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Communist Party were designated as intellectuals, this percentage does 
not reveal their dominance. Bureaucrats and intellectuals were seen to be 
in directing roles without the necessity of ownership as is typically the 
case according to Marxist theory. 
An American theorist who sensed the proportions of the transition in 
industrialized countries was James Burnham (1941). His theory of the 
managerial revolution envisioned a replacement of the capitalists or 
bourgeoisie as the ruling class by 'managers' (Burnham, 1941:173). The 
shift of power from capitalists to managers would be due to an increase of 
state ownership of the major instruments of production. In short, the tide 
of socialism which was very powerful in the late 30s, coupled with Burnham's 
intellectual absorption of Marxism, caused him to feel that the capitalist 
state would 'wither away' in favour of greater state bureaucracies. These 
bureaucracies would be controlled by managers in much the same way as the 
bourgeoisie-controlled capitalist economies, with the struggle being 
forwarded by 'managers themselves, ...workers, and youths who will doubt-
less, many of them, believe they are fighting for ends of their own' 
(Burnham, 1941:75). Intellectuals will be constructing and propagating 
supporting ideologies with the belief that they are acting in the name of 
truth and for the interests of all humanity' (Burnham, 1941:75). A 
Gramsci-like hegemony would emerge causing a bureaucratic state, directed 
and controlled by non-owning managers, to seem natural and beyond the scope 
of serious challenge. 
Burnham's treatment of managers, engineers, executives and academics 
as a class was the product of idealism. He' saw this new group developing 
'common interests and making ready to act in concert' in much the same 
way as Marxists tend to think of the capitalist class (Young, 1962:10). 
Along with Gouldner (1979), Burnham saw the potential of the New Class as 
one of 'becoming', which left his premature label of 'New Class' open to 
debate. 
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It may not matter if the New Class is a class in the Marxist tradition, 
As Hyman (1983:17) points out, for Marxists class is derived from 
'antagonistic production relations' which create either bourgeoisie or 
proletariat'. Within this construct the notion of a 'middle class' cannot 
have much utility. 
More is at stake than winning the argument over whether the New Class 
is a class or not. It is an identifiable and established stratum in 
industrial countries and it can be called by other names if necessary. 
Technocratic advances in production and bureaucratic organizational models 
are the hallmarks of this group, and there are common beliefs among its 
members. They have an important relationship to the means of production, 
as Gouldner (1979:8) asserts, by way of their stewardship over certain 
aspects of cultural capital. They are the mental workers, the technicians 
and the managers behind contemporary, techno-scientific material production. 
This social construct will be referred to as the New Class in this study. 
An ideology for the New Class has been located by Gouldner (1979) in 
spite of its diverse membership. The ideology of the New Class is 
characterized by three distinguishing features. They are: 1. A belief in 
professionalism, 2. Anti-egalitarianism with amorality in regard to 
political powers and incomes, and, 3. A conmitment to the advances of 
science and technology. 
The first ideological characteristic of the New Class is a strong 
belief in professionalism. 
Bell (1980:157) and Gouldner (1979:19) are in agreement about 
professionalism being a key aspect of the ideology of the New Class. Bell 
sees the New Class embracing the liberal notions of meritocracy and 
equality of opportunity as simply part of the democratic ideal. Gouldner 
goes beyond this to the point of claiming that professionalism allows the 
New Class to present itself as virtuous and legitimate authority, thereby 
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opening up a challenge to the authority of the power group it seeks to 
dispossess (Gouldner, 1979:19). Professionalism offers the opportunity to 
intellectuals and the intelligentsia to present themselves as pure and 
free from the vulgar monetary interests used to identify capitalists. As 
Holmes (1982:41) points out, although many of the New Class think of 
themselves only as professionals, they are usually highly paid workers in 
bureaucratic organizations. But, in the ideological context, what is 
thought to exist is more important than what does exist. 
The second ideological characteristic of the New Class is anti-
egalitarianism. 
The anti-egalatarian aspect of the New Class ideology is a defence 
mechanism and logical extension of strong beliefs in professionalism. Codes 
of behaviour which exist for most professions, tend to separate them and 
assign special conditions to the profession for which they were written. 
This process secures the positions of members in their professions. 
Separate status as professionals, in itself, may not be seen as anti-
egalitarian, but as Gouldner (1979:20) claims, the New Class is only 
prepared to be egalitarian as far as the privileges of the old power groups 
are concerned. When it comes to the advantages accruing to the New Class 
due to its special access and possession of cultural capital, justification 
rather than sharing occurs. The New Class wants a wage system which 
recognizes its special contribution: 'from each, according to his ability, 
to each, according to his work' (Gouldner, 1979:20). This clearly works to 
the benefit of the New Class, but they simply see it as justice. 
This esteem for efficiency may not seem anti-egalitarian and for many 
it raises no immediate question of morality. However, when the quest for 
efficiency negates sympathy towards human misery caused by job losses to 
computerization or robotics it takes on a different light. The members of 
of the New Class are not without consciences, but their ideology removes 
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them from considering solutions to problems which cannot be solved by 
technology. This is particularly true of social problems caused by 
technology. Pacey (1983:167) points out that technology is not only 
neutral in the minds of technocists, it is also sterile. Human emotion 
and technology do not form a partnership in the minds of the New Class. 
Such is the hegemonic quality of New Class amorality with respect to 
human labour that opposition to the so-called technological 'progress' and 
knowledge explosion is futile and often deemed Luddite. The implicit 
message is to leave it all to the experts, and the experts are the New 
Class. As Weizenbaum (1984:253) points out, this is further exploitation 
of the myth of the expert who works on behalf of all our interests and if 
the expert cannot solve our problems, often through technology, the common 
person should not attempt to seek solutions. 
Morality which values human dignity can only be found within the New 
Class with respect to its own members. They replace dignity with autonomy 
(Gouldner, 1979:31), which is a special creation of those with managerial 
or technical 'interests'. These interests move New Class members towards 
self-management of their work, but the same concern is not extended to the 
old class (capitalist) or the working class. This aspect of the New Class 
ideology reveals it as a set of self-serving ideas without generalized 
compassion. Efficiency, progress, and merit, which characterize the New 
Class, cannot exist side-by-side with humane concerns. Pacey (1983:10) 
summarizes New Class amorality when he says 
Many professionals in technology are well aware that 
the problems they deal with have social implications, 
but feel uncertainty about how these should be handled. 
To deal only with the technical detail and leave other 
aspects on one side is the easier option, and after all, 
is what they are trained for. 
25. 
The third ideological feature of the New Class is a zealous belief in 
science and technical advancement. 
This belief does not convey that science and technology are necessarily 
good, but rather that they are inevitable. Contrary to the mounting 
evidence that technology is not the salvation of humankind, particularly in 
the area of job opportunities (Karmel, 1984:112), New Class members value 
a technical and bureaucratic future to which they aim '...with the use of 
educationally acquired technical competence' (Gouldner, 1979:24). Their 
cultural capital is derived from the high status of the knowledge with 
which they are associated. 
The ideological characteristics of the New Class ultimately are 
manifest in what Gouldner (1979:28) calls the 'culture of critical discourse' 
(CCD). Gouldner (1979:28) claims 'This grammar is the deep structure of 
the common ideology shared by the New Class'. It is a language which 
embraces technical language, professional language and language which is 
'situation-free', having no regard for the 'speaker's societal position or 
authority', and 'it is able to make its own speech problematic' (Gouldner, 
1979:28-29). That is, the CCD is reflexive, often being talk about talk, 
with the end result being clarified language among New Class members as well 
as further isolation from other social divisions. Gouldner (1979:30) sums 
up the importance of the CCD for the New Class by saying, 'In short, CCD 
is a conmon bond between humanistic intellectuals and technical intelli-
gentsia'. In reviewing Gouldner's claim that special language distinguishes 
the New Class, Sandall (1983:80) says that the CCD has been confused with 
the Western tradition of rational enquiry aided by self-styled morality. 
In either case, a critical and self-searching discourse has been attached 
to this social group. 
Believing in the inevitability of more science and technology in one's 
daily life becomes a tautology. Weizenbaum (1984:27-28) points out that the 
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Manhattan Project which created the first atomic bomb, though it '... 
required probably more computations than had been, needed for all astronom-
ical calculations up to that time', used no electronic computing at all. 
He contends that today the first items to be ordered for such a project 
would be computers. Priorities such as this would be shared generally by 
the New Class. Because technology has so insinuated itself into daily life, 
alternatives are inconceivable. 
The persistent involvement of science and technology in society is 
based on 'technical rationalization' (Brubaker, 1984:33). This is grounded 
in technology and science and 'transforms not only economic life, but also, 
...military, political, artistic and even religious activity.' Technical 
rationality is given a central place in viewing problems and in conceiving 
solutions to complex social issues, and this New Class belief shelters its 
members from optional viewpoints. 
Poulantzas (1975:206-207) claims that much of one's ideology is derived 
from 'lived experience'. This is \iery appropriate to the ideology of the 
New Class because what they believe is what they practise. The lived 
experiences of the New Class emphasize professionalism, anti-egalitarianism/ 
amorality, and a close affinity with science and technology. Their ideology 
identifies the New Class as a social group. Their members have colonized the 
high status professions, particularly those involved with science and technology. 
The New Class is particularly distinctive as a speech community which uses the 
CCD both to organize and isolate its members from the broader society. Accord-
ing to Gouldner (1979:29), 'The New Class thus has both a common ideology in 
CCD and common interests in its cultural capital'. 
C. Fundamentalists 
The social group termed Fundamentalists in this study are identified both 
by religious and social Fundamentalism. The distinction is important. Religious 
Fundamentalism as a form of ideology has been more widely discussed in the 
literature; social Fundamentalism refers to the manifestation of the religious 
beliefs in wider social settings than simply the religious. 
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Fundamentalism has become known in the United States as part of a 
phenomenon called 'The New Right' or 'The New Christian Right' (Liebman 
and Wutnow, 1983). The phenomenon is certainly not exclusive to the 
United States, but much of the literature emanates from there as the birth-
place of Fundamentalism. 
Basically, The New Christian Right is an attempt to mix Fundamentalist 
religious beliefs with political activism. As such, it represents a new 
turn in Western politics to the point where Scott (1985:40) claims that 
'...fundamentalism is a phenomenon of universal political significance'. 
There are many followers though their number is not stated precisely. 
According to Liebman (1983:230), there are 'hundreds of thousands' through 
membership in such organizations as the Moral Majority and the Christian 
Voice. 
Fundamentalists and Fundamentalism go by many different titles with 
the New Right as the Fundamentalists' political arm containing over 100 
organizations in the United States (Himmelstein, 1983:15). Churches such 
as Baptist, Methodist and Lutheran promote the Fundamentalists' ideology 
beyond the church walls. Churches are the strongest institutional base of 
Fundamentlism and Rudolf (1958:86) has noted that 'eyery major branch of 
the Protestant Church has Fundamentalists within it'. Presumably, Rudolf 
refers to at least some degree of literal interpretation of the Bible. 
According to Barr (1982), religious Fundamentalism has various 
meanings but they all contain a bleak picture of humankind and an unquest-
ioned assumption of Biblical scripture as truth. 'Modernism' or 'liberal-
ism' are terms given to religious positions which examine rather than 
accept the Bible in its literal sense. Fundamentalism in its most 
conservative form insists on the 'complete inerrancy, infallibility, and 
the absolute centrality of the Bible' (Barr, 1982:25). 
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Such a description of Fundamentalism is consistent with the views of 
Rudolph (1958:45) who sees Fundamentalism as a 'Christian defence against 
the infiltration of science and critical ideas'. Truth is to be found in 
the Scriptures rather than in scientific thinking. The creation vs evolu-
tion debate is an illustrative and contemporary case in point. According 
to Knight (1983: 12), Fundamentalists hold that 'the Genesis account of 
creation is factual'. 
Rudolph (1958:61-62) offers a typology of Fundamentalism. What he 
calls 'pietistic fundamentalism' tends to stay within itself assuming that 
Fundamentalist tenets are beyond doubt and remain aloof from threatening 
questions. Rudolph (1958:61) contends that this type of Fundamentalism 
is 'defenseless in the world'. The suggestion is that it cannot cope with 
modernism. 
'Militant Fundamentalism' is another type and is self-defining. It 
is brash, crusading, exclusive, and often violent. This is the most rigid 
form of Fundamentalism which Rudolph (1958:63) says 'is Fundamentalism at 
its worst'. 
The final type of Fundamentalism links terms which seem uncomfortable 
together. This is called 'rational fundamentalism'. Of this type, Rudolph 
(1958:62) says 'there may be a real concern in social matters. Biblical 
criticism and science are not denied, but their claims too may be 
questioned'. In this type it is deemed healthy to encourage debate and 
discussion about Biblical contents and prescriptions, however, a large 
caveat exists. If after investigation one disputes the Biblical utterances, 
something has gone wrong with the rational process. Fundamentalist belief 
demands deference to the Bible over other beliefs. This type, according 
to Rudolph (1958:62) is Fundamentalism at its best. 
While Fundamentalism is usually described by its belief in literal 
statements in the Bible, some of the social manifestations also identify 
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Fundamentalism. Two such manifestations are intolerance of that which 
does not accord with Fundamentalist thinking, and fear of a non-Christian 
future. Both characteristics are exposed in socio-political activities. 
Intolerance of values and doctrines outside Fundamentalism is one way 
Fundamentalists seek to bring about conformity within their ranks. This 
is expressed through the Fundamentalist theme seen by Himelstein (1983: 
16-17) as 'social traditionalism'. Concern over the breakdown of the 
family unit as the societal building block, a localized religion based on 
rural social customs, and what might be called 'traditional morality', 
make up social traditionalism. 
The three concerns are interrelated in contemporary Fundamentalism. 
The threat to the nuclear family through promiscuity, increased divorce 
rate, and more toleration of homosexuality, are seen as major reasons for 
Fundamentalists taking political action. In the United States, these three 
issues became the basis for the creation of the Moral Majority in July 
1979 (Guth, 1983:32). 
In Australia, the same three concerns have alarmed Fundamentalist 
groups. According to a statement in an Australian Fundamentalist publica-
tion 
We see more and more marriages breaking up, people 
not bothering about marriage, an increase of homosexuality 
and lesbianism, families not functioning in the way they 
used to, children not coming or being sent to Sunday 
School like they used to. (Ham, 1983:3). 
While this statement reveals an antagonistic view of modern society, it 
also suggests a nostalgic preference for the past. Such a preference 
typifies Fundamentalist thinking. What Beijer (1963:.316) says of rural 
migrants is equally true of Fundamentalists. Both hark back to a time, 
whether real or imaginary, when life was a 'simple, surveyable entity of 
more or less limited number of social contacts'. 
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An intolerance of social plurality in Australia can also be found 
within the League of Rights, an organization which Campbell (1978:3) says 
'contains a moral theory of the rights of man linked to Christian 
fundamentalist beliefs'. More concisely, these 'rights' are rigidly 
delineated and non-conformist expressions are rejected as deviant. Campbell 
(1978:79) contends the League of Rights deserves its conservative status 
because its members are militant, aggressive, and conversionist. All this 
is derived from religious and economic Fundamentalism. 
O'Neill (1981:83) points out that Fundamentalism is basically anti-
intellectual. That is, most Fundamentalist beliefs are grounded in either 
'revealed truth', or an accepted version of 'common sense'. Seeking 
direction from other sources is not encouraged and typically runs contrary 
to Fundamentalist thinking. Such intolerance of divergent thinking 
characterizes all conservative ideologies, but none more so than 
Fundamentalism. 
Hunter (1983:156) claims that Fundamentalists exceed intolerance and 
are in fact anti-democratic. While speaking on behalf of the liberal 
stance against The Christian Right in the United States he says 
The Stan of the liberal complaint then is that by 
maintaining values and ideals which are absolutist 
and intolerant, employing methods of simplification, 
exaggeration, distortion and cunning manipulation, 
and creating a social atmosphere of negativism through 
the fostering of fear and distrust. The Christian Right 
has spawned a political agenda, which is unwittingly 
anti-democratic and even totalitarian in its thrust. 
The intolerance of Fundamentalists towards the ideologies of other 
social groups is illustrated by their well-known opposition to secular 
humanism. This opposition allows Fundamentalists to branch out into anti-
communism, anti-socialism, and even anti-Catholicism. The basis for the 
opposition is often in the claim that the other groups do not allow their 
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members to become enlightened. To the contrary, secular humanism allows 
competing ideologies to be available for public choice and this plurality 
is undesirable within the narrow themes typical of Fundamentalist thinking. 
Some Fundamentalists consider technology in the form of television is the 
culprit. Heinz (1983:138) says American Fundamentalists believe that 
television is the chief means by which 'secular humanism was implanted in 
the public consciousness'. 
The word 'Fundamentalism' carries with it an implicit meaning. It 
suggests a desire to solve problems with simple and basic solutions. It 
also suggests that there are fundamentals of a universal and interchangeable 
nature which may be applied by people in their day-to-day 1ives. These 
characteristics clearly make Fundamentalism an ideology which may now be 
described in a stipulative manner for use in this study. 
Fundamentalism holds a negative view of people's ability to shape 
their social, economic and political environment without religious founda-
tions. Such foundations are best sought in the Bible because it is the 
best source of answers to human problems. Capitalism is the preferred 
economic system because of its conservative view of the individual. Fear 
of corimunism, of secular humanism and of other philosophies and practices 
attempting to liberate people further is part of the rigid conformity 
which characterises Fundamentalism. 
D. Liberalism 
Liberals have been typed in several different ways. There is the 
social liberal who, as Sandel (1984:1) points out, '...often takes pride in 
defending what they oppose—pornography, for example, or unpopular views'. 
There is also the economic liberal who believes in the 'natural' organizing 
of society through the marketplace. Of this, Sampson (1984:55) claims 
'The central idea shared by all liberals, whatever else they may disagree 
about, is the excellence of the market as an organizing principle for 
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society'. There is also the political liberal who is cursed with the 
implicit liberal tolerance of plurality and belief in relativism. Accord-
ing to Inglis (1985:156), the loose premise of liberalism is that nobody 
has any right to impose his or her view on others. Freedom of individuals 
must prevail even if this freedom is abused. The important point is that 
the choice must be left to the individual. Difficulties posed to political 
systems embracing this view of liberalism are obvious. 
An extensive treatment of liberalism has been developed by Bell 
(1980:228-243) who contends that there are three ways of conceiving of it. 
The first conception of liberalism is as a method of criticism. 
Liberals, according to Bell (1980:228) look to reconstruct social 
institutions and cultural traditions in the light of reason and experience. 
This requires openness in social interaction and constant pursuit of 
constructive change in society. In this idealized conception of liberalism, 
all offered voices are heard and considered as important features of the 
reconstruction process. Liberals are distinct from conservatives in this 
regard because conservatives seek to preserve the past while liberals use 
the past only as a reference for changing the future. 
The second conception of liberalism offered by Bell (1980:229) links 
liberalism with secular humanism '...that is, the ideas of individuality, 
creativity, originality...as a way of guarding society against religious 
fanaticism, ideological extremism or mindless activism...'. In this 
conception, the liberal is the moderate, in the middle position between 
polar extremes on the right and the left, reserving judgements, on the 
one hand, while freeing alternative thought from dogma on the other hand. 
This version of a liberal denies him or her a position of blind 
allegiance or absolute affiliation with the thoughts of others. The liberal 
retains the right, and sometimes the duty, to challenge the thoughts and 
values of other individuals, groups or expressions of institutions. Within 
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the context of this conceptualization of liberalism, Minogue (1963:17) 
has said '...liberalism invites argument and appears...to be more open to 
reason than other ideologies.' 
Bell's (1980:229) third conception of liberalism focuses on the value 
of liberty. From this emerges the primacy of the 'individual' in all 
matters concerning humankind. 
Originally, liberals believed that liberty was the creation of legal 
restraint (Manning, 1976:15), and that protection of the rights of 
individuals was the sole justification for the existence of the state. 
Even now, liberals favour a formal, procedural but minimal rule of law 
(Bell, 1980:231), but the fear of authority being used to bring about 
conformity is still present among liberals. Their reservation about 
government authority is echoed in the description of liberal democracies 
offered by Lindblom (1977:131) as '...the struggle over authority regulated 
by rules in a distinctive way'. Thus, classical as well as contemporary 
liberalism hold that liberty is best protected through formal and equally 
applied rules which are not the product of sectional dicta. 
Liberty and equality should not be regarded as the same within 
liberalism. Liberty for the individual comes first, and equality comes a 
distant second, except as it opens up life's chances or protects the 
individual. Equality only refers to the starting points in life such as 
recognition of equality of rights and values as human beings or citizens. 
Liberty, as conceived by liberals may even be said to be anti-egalitarian. 
While recognizing people with fundamentally equal rights as human beings, 
Dahrendorf (1975:44) notes that enforcing equality may be at the expense of 
denying liberty. With such a choice, the liberal will choose liberty over 
equality. 
All men are equal in rank and right as human beings 
and as citizens, but they differ in their abilities 
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and aspirations. To deny such differences is to 
deny life chances, thus liberty. 
As well as the three conceptions of liberalism. Bell (1980:230-232) 
presents six 'aspects' of liberalism. His first two aspects of liberalism 
are derived from Hayek (1960:110). These are, first, that the political 
and the economic realms are viewed by liberals as separate; and second, 
that given a free environment, a 'spontaneous and mutually adaptive order 
will occur'. Both aspects show the liberal distaste for politics which is 
tolerated because it is necessary to set the right conditions for the 
economic and social systems of liberalism. These two aspects give rise 
to the remaining four. 
The third aspect of liberalism focuses on the importance of the 
individual. This provides that none of the fixed characteristics with 
which one is born into life will be allowed as a criterion for judging that 
individual. Race, gender, class, and other ascribed characteristics remain 
givens, but individuals will only be judged according to 'merit, talent, 
and work' (Bell, 1980:230). 
The fourth aspect of liberalism sets the market as the place where 
exchange relationships are mediated (Bell, 1980:231). The opening of trade 
opportunities for the nobles and then of a merchant middle class, was the 
origin of liberalism as a movement (Lindblom, 1977:163). Keeping the 
market free, or at least as free as possible, still remains an objective of 
liberals. Even though they prize the free market concept, modern liberals 
recognize the injustices which may be incurred. Dworkin (1984:71) admits 
that a free market may produce inegalitarian results unless some individual 
rights are protected. However, he points out that efficiency and liberty 
have priority over equality in liberal theory. 
The rule of law is the fifth aspect of liberalism. Law sets the rules 
and the procedures for many human activities but the same law has no 
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interest in the outcomes. The intent is to provide for fair competition 
by establishing rules which govern the behaviours of the participants in 
all spheres of life. Respect for the rule of law over whimsey, caprice or 
blatant use of coercion has caused links to be made between liberalism and 
democracy. Indeed, this is now the case in Western democracies. Democratic 
structures became part of liberalism only for the reason that it was seen 
as unfair not to have it in a competitive society. The rule of law came 
long before the rule of the majority in liberal thinking. 
The sixth aspect of liberalism, the cultural aspect, seems to trouble 
Bell (1980:231) who says 'What has happened, almost, is the elimination of 
the idea of shame, and the reduction of the idea of guilt, as a regulator 
of moral conduct'. Liberalism in this aspect is likened to license, a 
giving way to hedonistic preference with little evidence of social 
conscience. Economic liberals and political liberals need not recognise 
this aspect. Nor do cultural liberals have to practise the abandon which 
is suggested by Bell's description. However, in the name of tolerance, 
plurality and belief in the centrality of the individual, liberals must 
often allow that which they do not approve. 
The preceding discussion is the basis of the following stipulative 
definition of liberalism. This meaning will be used throughout the study. 
Liberalism provides the ideal conception of the social world where 
the individual is of central concern. The state, social institutions and 
social values all must reflect an esteem for safeguarding the liberty of 
the individual even above the well-being ofthe collectives of which the 
individual is a part. The rationality of individuals is the most important 
brake on excesses, with the competitive nature of society being the only 
justification for restricting the exercise of individual freedom. Crimes of 
violence, for example, within this definition, are seen as irrational 
activities undertaken to gain an unfair advantage. Within this portrayal 
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of liberalism, possessing liberty is more important than what people do 
with it. 
From the preceding survey of the meanings of liberalism, these 
conceptions would seem to be culturally applicable to Queensland society in 
the period under examination even though it must be stressed they have 
become attenuated in the light of political developments in this State 
over that time. 
As a method of criticism (Bell, 1980:228), liberalism finds opposition 
in Queensland due to the dogmatic approach to political reasoning favoured 
by a succession of politicians. As an expression of secular humanism 
(Bell, 1980:229), liberalism is confronted with the exaggerated influence 
of rural-based religion in the State. The final conception of liberalism 
revolves around the value of liberty (Bell, 1980:229). The conformist ethos 
promoted by the State inhibits the practice of liberty to the extent 
desired by liberalism. However, in spite of the conditions imposed on the 
conceptions of liberalism, modified expressions exist in Queensland. 
E. Curriculum 
Apple (1979:164) has claimed that curriculum work has functioned as a 
mechanism of social control. This claim implies meeting at least some of 
the conflicting demands by social groups on the contents of schooling and 
their anticipated outcomes. Goodlad (1979:57) sums up the situation 
accurately with his observation that 'Questions of school goals usually 
are settled in the socio-economic-socio-political marketplace, not in 
schools.' His observation conforms to a premise of this study that social 
groups strongly influence curriculum contents, and that curriculum is 
ideology. Support for this premise will be derived from the discussion of 
curriculum which follows. 
A useful contrast between what Holland (1974) calls the 19th Century 
Customary Model and the 20th Century Contemporary Model is shown in 
figure 2.1. Of special interest to the description of curriculum being 
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social structures, more pluralistic values appear in the curriculum, 
objectives are less confined to conservative outcomes, knowledge is more 
specialized and identifiable with the interests of powerful social groups, 
and teaching itself is more professional and oriented around the theme of 
progress. These shifts open up new concerns with curriculum development. 
Curriculum development may take many forms with the objectives model 
identified by Tyler (1949) being the most widely known. This model 
characteristically specifies the proposed outcomes in behavioural terms 
before teaching and learning take place. Consequently, pupils rarely have 
important roles in making curriculum decisions. 
Specifically, there are at least two negative outcomes from the 
objectives model. 
First, having determined the objectives of a curriculum, teachers and 
pupils are constrained by them. This elevates the 'end' to the position 
of major importance attached to what takes place before that end is reached. 
Zais (1976:299) elaborates on this observation when he says 
By separating an end from the flow of human activity, 
the proposition implicitly relieves itself, not only 
of surveying the other possible consequences produced 
by an action leading to the desired end, but of 
surveying the further consequences produced by the 
desired end. ...Such a proposition is not immoral', it 
is stupid. 
Second, a negative orientation on the teacher/pupil relationship may 
develop because all the power in the curriculum development process is 
removed from the pupils. The pupils are rendered powerless with the teacher 
making the important decisions. 
The continued dominance of the objectives model in the curriculum 
field (Brady, 1983:59) makes it more important than ever that curriculum 
developers listen to the 'outside world'. 
In the pre-industrial past, it was usually held that for most children 
schooling could be provided by the family with a small amount of outside 
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help, but now opinion seems to favour the work of professionals. Schulz 
(1976:95) claims it is now impossible to believe that most parents are 
competent to teach their children what is taught in schools today. 
It has been posited by Kimbal (1976:2-70) that the main function of 
schooling is the transmission of culture and that what is unique to the 
institution of schooling are the conditions which dictate the process. The 
process relates to the problems stated above. 
Curriculum is a vital element of schooling. Unruh and Unruh (1984:96) 
define curriculum as 
...a plan for achieving intended learning outcomes: 
a plan concerned with purpose, with what is to be 
leamed, and with the results of instruction. 
It can readily be seen from their definition that pedagogy, content 
and evaluation are important within their view of curriculum. Of greatest 
importance however, is that curriculum is a plan. Curriculum is not a 
spontaneous development in the head of the teacher, nor is it usually 
decided during the course of learning. Rather, curriculum is preconceived 
as a means of seeking results in accordance with a plan. 
The Board of Secondary School Studies (1978:18) provides a simple, 
broad and ^^cy flexible definition of curriculum. They define curriculum as 
...the planned set of leaming experiences to which 
the student will be exposed. 
Curriculum is a concept which takes many different forms. Zais (1976:7-11) 
provides a useful survey of what many scholars in the field consider 
curriculum to be. He identifies six meanings which will be described here. 
To these six from Zais (1976:7-11) will be added 'Curriculum as a Document', 
because the curriculum has been viewed as synonymous with a syllabus, a set 
of guidelines, or some such document imposed on teachers' curriculum 
planning in many places. 
The process of curriculum development is one of making decisions 
guided by agreed values and criteria. Curriculum as decision-making is 
important to the cla5<;rnnm fparher and the developer at the planning stage. 
I\ 1 
-t J. 
Curriculum as the Program of Studies 
Teachers, parents and others with interests in educational provisions 
may see curriculum as the total offering of the school. Usually this 
meaning assumes all of the subjects in a school are the curriculum. Zais 
(1976:7) contends that the view of the curriculum as a program of studies 
is one usually held by lay people, although, the Australian Curriculum 
Development Centre (1980) used such a view in a publication discussing core 
curriculum. Likewise, Skilbeck (1978:6) thinks of curriculum as a composite 
entity when he uses the term in statements such as 'The curriculum is 
itself a form of socio-political action.' 
Curriculum as Course Content 
This view allows a ^^ry limited meaning for curriculum because it fails 
to consider key elements such as learning and assessment. Still, it is 
currently a popular meaning of curriculum. 
Course content is typically related to school subjects, such as 
history and mathematics. Unruh and Unruh (1984:207-208) regard course 
content as curriculum. They write of 'content areas' within the school as 
organising tools which can accommodate traditional subjects as well as 
newer content areas such as consumer studies. 
Curriculum as Planned Learning Experiences 
Zais (1976:7) contends that the centrality of planned learning 
experiences in curriculum makes this the most common concept of curriculum 
among specialists in the field today. Within this meaning, the thrust is 
shifted on to the learning processes as well as the structures themselves. 
All of the planned experiences constitute the curriculum. 
This meaning is acknowledged by Zais (1976:8) as being too broad to be 
functional. However, he concedes that 'it seems reasonable to conclude that 
the curriculum as a blueprint for education consists ultimately of the 
experiences that it is planned for learners to have.' 
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Curriculum as Experiences Within the Auspices of the School 
Curriculum may refer to other than planned experiences. The learning 
which goes beyond the planned experiences is usually called the 'informal' 
or the 'hidden' curriculum. This becomes part of the total learning 
experiences of pupils but is not designed by the teachers who may even be 
unaware of the existence of a hidden curriculum. Claydon, Knight and 
Rado (1977:19) cite as an example the case of a child from a non-English 
speaking family who is forbidden from using any language but English at 
school. The hidden 'message' relayed to the child from this, they conclude, 
is that '... anything having educational value must be couched in the one 
language.' 
The hidden curriculum is usually given a regulative function by 
theorists as opposed to the emancipatory function given to the formal 
curriculum. Apple (1981:33) claims the hidden curriculum tacitly teaches 
norms and values. Elsewhere, Apple (1979:86) says the hidden curriculum 
also reinforces 'basic rules surrounding the nature of conflict and its 
uses.' Arnot and Whitty (1982:10-11) maintain that the early concept of 
the hidden curriculum described the process of transmitting normative 
behaviours, particularly of the sort desirable in the school and the class-
room. 
The hidden curriculum will be considered to be 'unplanned learning 
opportunities' in this study because of the confusion which resultsfrom 
merging it with other views of the curriculum. While it can be argued that 
the school is an accomplice, no formal plans are provided for such learnings 
And, it must be conceded that pupils may or may not accept this unplanned 
learning. 
Curriculum as a Structured Series of Intended Learning Outcomes 
The notion of 'social engineering' finds an outlet in this version of 
curriculum. Mills (1972:231) provides a definition of curriculum which 
complements this potential. 
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The curriculum thus consists of all of the experiences 
which the school provides to change or modify the 
behaviour of its pupils. 
Zais (1976:9) says that this view of curriculum opens up the curriculum 
versus instruction debate. He feels that if the meaning of curriculum is 
contained within structured series of intended learning outcomes, then all 
other planning, such as that concerned with content, activities and 
evaluation methods, will be viewed as instructional. Also, Zais (1976:9-10) 
says that curriculum as structured lists of intended learning outcomes 
ignores responsibility for other school activities. 
Curriculum as a Plan for Action 
This conception usually refers to written plans provided by teachers 
for a school subject. Such a curriculum plan may be written at the 
beginning of each year or semester and is usually derived from a system-
wide document framing the teaching of a subject. 
Some authors (Unruh and Unruh, 1984:160-161; Wills, 1980:124-125) 
assert that curriculum as a plan for action is better called 'work plans' 
or 'work units'. 
Curriculum as a Document 
Writing from an Australian perspective, Dufty (1980:108) describes a 
syllabus as 
... a specific document, commonly drawn up by 
authorized governmental committees, which provides 
details about prescribed or recommended content, 
usually in a particular subject area, to be taught 
by teachers within a system. 
Syllabuses often contain more than content, prescribing or recommending 
teaching activities, resources, and means of evaluating. The syllabus has 
been accused of controlling the work of the teachers because it determines 
what will be taught. 
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A critique of the syllabus will be developed later in this study. 
The seven views about curriculum are provided in order to stress the 
multiple perspectives on curriculum available in liberal societies. A 
reference to the variety and plurality of views on the curriculum is 
compatible with the general orientation of this study. 
A universal meaning for curriculum cannot be found in any one of the 
foregoing descriptions. Schwab (1969:1-2) contends that the curriculum 
field lacks vitality because of the obsessive preoccupation with issues 
such as defining the term 'curriculum'. Zais (1976:13-14) agrees with 
this and goes on to point out the 'recent developments in the scientific 
community indicate that the practice of permitting only a single acceptable 
definition for each referent may not even be theoretically sound.' 
Multiple perspectives are increasingly prevalent within the scientific 
community as well as within the educational community. However, a 
definition with universal approval is not being sought. Rather a stipula-
tive, conceptual profile of the term curriculum is being developed for the 
purpose of this study. The curriculum emphases important to this study can 
be summarized in the phrase 'educational results planned for learners'. 
Such a phrase emphasizes planning experiences in order that learners profit 
from the planning. This definition is supported by Eisner (1979:39) who 
says 
The curriculum of a school, or a course, or a classroom 
can be conceived of as a series of planned events that 
are intended to have educational consequences for one 
or more students. 
The major concepts used in this study come from several fields of 
knowledge. They are brought together in the sociology of the curriculum 
which binds the several areas of theory underpinning this study. 
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3. The Sociology of the Curriculum 
The growing concern with curriculum as a social product, the linkage 
between ideology and curriculum, and curricular materials are all areas of 
significance within the sociology of the curriculum. These three areas will 
be discussed in this section. 
A. The Emergence of the Sociology of the Curriculum 
Mannheim's (1936) Ideology and Utopia was in large part responsible 
for the development of a sociology of the curriculum. He claimed and argued 
that knowledge has strong connections with the form and structure of 
society. Reus-Smit (1979:283) points out that since Mannheim developed the 
term 'sociology of knowledge', sociologists now generally agree that 
'knowledge is socially constructed'. This means that society not only 
influences what we know, but sets the limits on, and the terms of, how we 
express what we know (Reus-Smit, 1979:283). 
Mannheim (1952a) was interested in developing a theory of the social 
basis of the creation and legitimation of knowledge. He demonstrates this 
theory by the compact hypothesis that '...the simple theory of ideology 
develops into the sociology of knowledge' (Mannheim, 1952a:69). The theory 
of ideology offers an explanation for the workings of much of the social 
world, but the sociology of knowledge progresses further to an investigation 
of the function of ideology in the formation of societal views. Mannheim 
(1952b:141) says of this, 'In unmasking ideologies, we seek to bring to 
light an unconscious process, not in order to annihilate the moral existence 
of persons making certain statements, but in order to destroy the social 
efficacy of certain ideas, by unmasking the function they serve.' One 
important function implicitly served is the social creation of knowledge 
which emerges as school curricula. 
Bates (1978:3) contends that there is a concern among sociologists in 
general, as well as sociologists of education in particular, with issues of 
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power, equity and distribution in society. Bates (1980:67) identifies 
a specific issue of concern to sociologists of education as '...the 
stratification of knowledge and the power of Elites in determining the 
curriculum'. Such issues frame much of the work in the sociology of the 
curriculum. 
The sociology of the curriculum recognizes the 'social creation of 
knowledge' as well as the influence of powerful social groups over what 
counts as school knowledge. The relationship between knowledge endorsed by 
dominant social groups and high status curricula is featured in Young's 
(1971) seminal essay 'Curricula as Socially Organized Knowledge'. Young 
(1971:40-41) asks the question: 'Why no sociology of the curriculum'? He 
answers his own question by suggesting 
Perhaps the organization of knowledge implicit in our 
own curricula is so much part of our taken for granted 
world that we are unable to conceive of altematives. 
Are we then reluctant to accept that academic curricula 
...are sociological inventions to be explained like men's 
other inventions, mechanical and sociological?' 
Since Young (1971) and his colleagues called for a sociology of the 
curriculum, scholars have worked toward it. Eggleston (1980:15) observes: 
'One of the achievements of sociologists of education in the past decade 
has been the identification of the fundamental ideological conflicts 
underlying the distribution, evaluation and definition of the school 
curriculum'. He further notes that a sociology of the curriculum must not 
ignore the ideological perspectives which inform curriculum. 
The importance of the association between ideology and culture is a 
current orthodoxy among sociologists of the curriculum. In Ideology and 
Curriculum, Apple (1979:14) puts the statement that '...we need to examine 
critically...why and how particular aspects of the collective culture are 
presented in school as objective factual knowledge'. For Apple (1979), 
ideology and culture are inescapably involved with curriculum. 
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Giroux (1981:29) adds the element of hegemony to ideology and culture 
as essential to the sociology of the curriculum. He asserts that ideology, 
culture and hegemony are essential to understanding the 'general relations 
of society and the field of schooling'. 
In several important aspects the sociology of the curriculum has never 
departed from its Marxist beginnings. The yery often cited passage from 
the 1859 preface to A^  Contribution to the Critique of Pol itical Economy 
(Marx, 1971) demonstrates the currency of Marxist thought to the notions of 
a sociology of the curriculum developed so far. 
It is not the consciousness of men that determines 
their being, but, on the contrary, their social being 
determines their consciousness. 
Social being has become so important to sociologists of the curriculum 
that Marxist and non-Marxists alike have expressed concern about this. 
Curricularists with no obvious Marxist biases, such as Brady (1983:46), note 
that 'Curricula also have different meanings for students depending on their 
prior social experience'. 
Arnot and Whitty are conscious of the tensions between Marxist and 
non-Marxist scholars about the curriculum. They suggest '...a more fruit-
ful approach to the sociology of the curriculum than either the theoreticism 
of much British neo-Marxist sociology of education or the atheoretical 
orientations of mainstream curriculum studies may lie in the sort of work 
that is now beginning to emerge in the USA' (Arnot and Whitty, 1982:94). 
The works of Apple (1971, 1976, 1977, 1978, 1979, 1982a, 1982b, 1982c) and 
Giroux (1979, 1980, 1981) lead American sociologists of the curriculum. 
According to Arnot and Whitty (1982:95), both theorists as '...critical 
curriculum writers have tried not only to demonstrate the limitations of 
traditional functionalist emphases on consensus and socialization within 
education, but also to explore the limitations of the various existing 
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forms of neo-Marxist theory that they have utilized in their own work'. 
Contributing to further development in the sociology of the curriculum 
along the lines of approaches suggested by Arnot and Whitty (1982) is an 
explicit ambition of this study. Ideology, social groups, and hegemony 
are concepts within the sociology of the curriculum which are used to 
organize much of this study. The links between ideology and curriculum 
are elaborated in the next section. 
B. Ideology and Curriculum 
Ideology may be linked with curriculum in such a way that the result 
is unchallengable. Ideology is not dead, as Bell (1961) contends, but 
rather it has taken more forms as society has become more complex. 
Theorists such as Abercrombie, Hill and Turner (1980) concede that there 
were times when a dominant ideology determined the social order, but they 
relegate such a time to the feudal period. The dominant ideology waned 
during early capitalism, and disappeared under late capitalism. From a 
review of the literature on dominant ideology, Abercrombie, Hill and Turner 
(1980:140) conclude that there is an alleged '...dominant ideology that 
is neither coherent nor subscribed to by all its supposed proponents'. 
This means that the capitalist mode of production now has more diffuse 
influences on society, groups and institutions. They are starting to take 
on identities not always related to the economic system when constructing 
their ideologies. For example, many janitors at an IBM plant may read the 
stock exchange pages of their newspapers each day to keep track of their 
personal wealth. 
Apple (1979, 1981, 1982a, 1982b) and Giroux (1980, 1981) are educa-
tional theorists who reject reductionism and deterministic arguments about 
the overwhelming grip an economic form has on the processes and products 
of curricula. Yet at the same time they recognise the important links 
between phenomena such as capitalism, ideology, hegemony and curriculum. 
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Apple (1981:28) agrees with much of the radical critique of liberal 
ideology, but he cautions against overstating or understating the position 
of the school in reproduction theories. Schools assist in social 
reproduction, but they are only one of the societal elements which 
facilitate social reproduction. A correspondence theory, Apple (1982a:8) 
claims, 'cannot do justice to the complexity of either school life, the 
actual and often contradictory conditions which tie education to an unequal 
society, or to the struggles and contradictions that exist in the school, 
the workplace and...the state.' He claims an affinity with the general 
notion of school knowledge conforming to the needs of capital but he does 
not see schools as a 'mirror reflection' of the workplace. It is not the 
production of skills but rather the 'distribution of norms and dispositions 
which are suitable to one's place in an unequal society' (Apple, 1979:19) 
which dominates much of his analyses. 'Clearly schools must be seen in a 
more complex light than simple reproduction' (Apple, 1981:30). There are 
so many contradictions inherent in schooling in the capitalist world that 
this statement renders incredible any analysis which does not explore an 
extended array of elements. In this respect, Apple (1981:34) claims schools 
are cultural institutions as well as economic institutions. 
His understanding of culture is pertinent here. According to Apple 
(1981:32) 'culture' has two meanings. He gives to culture a near material 
existence, the sort of product of groups in society which becomes a 
comnodity, and which in accumulated amounts becomes 'cultural capital'. 
The other meaning gives exposure to Apple's working-class leanings. Apple 
(1981:32) claims culture also is the set of lived experiences. With culture 
as 'lived experiences' and curriculum as the showcase for hegemonic 
ideologies, Apple expounds on the complex coupling of curriculum and 
reproduction. Of lived culture and hegemony, Apple (1982a:3) says 
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Hegemony is not found in one's head, then, but made 
up of our day-to-day cultural, political, and 
economic (ideological) practice, a set of practices 
which help create us. 
Apple recognises the important role of the curriculum in social 
reproduction and its relationship to his two descriptions of culture. Yet 
he is quick to point out that 'the cultural apparatus of a society is much 
broader than that covered by either the formal corpus of the school 
curriculum or the hidden curriculum' (Apple, 1982a:2). The curriculum 
provides a refraction of dominant interests but not a 'mirror reflection' 
as some correspondence theorists believe. Likewise, reproduction and 
hegemony theorists tend to underexamine the breadth of various phenomena 
associated with curriculum. Curriculum must not be viewed as an entity in 
itself, but as a part of an economic and ideological whole. 
Giroux also (1981:24) believes it is impossible to conceive of a single 
ideology governing a society in the modern industrial world. Hegemony is 
not a cohesive force at all, but rather a form of domination directed by 
certain groups who require the alliance of other powerful groups with 
involvements in private and public enterprises to assist in the hegemonic 
projects. 
It is at this point, after disclosing the concepts of hegemony and 
ideology as important features in the crusade to expose the political nature 
of curriculum, that Giroux (1981:26-29) reverts to his promise to provide a 
context for the operations of hegemony and ideology within the broader 
framework of 'culture'. Smith (1982:72) sees this as a much needed 
endeavour, but he goes on to say that the 'culture-ideology couplet' should 
be separated because of the current confusion surrounding the terms. 
Smith's (1982:69-77) real concern is that while hegemony and ideology can 
be adequately theorized into curriculum arrangements, a context is required 
when one attempts to include 'culture'. Culture as a concept serves many 
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theoretical purposes, but when linked with notions of hegemony and 
ideology, a cultural setting, is required. 
Giroux thinks little of the concept of culture as an explanatory 
medium. He claims culture has been used to '...obscure more than reveal 
...', and to serve as '...an apology for the status quo' (Giroux, 1981:26). 
Thus, in order to force the concept of culture into a more useful function, 
Giroux demands a more positive definition of culture. This definition is 
one that illustrates the political dynamism within a cultural setting. In 
earlier definitions cited by Giroux (1981:26), culture does not include the 
contents of class, power and conflict. He rectifies this by saying: 
Rather than viewing culture as either the general 
expression of society or as existing beyond its 
significations and material imperatives, culture 
would be defined in terms of its functional 
relationship to the dominant social formations and 
power relations in society. That is, a politicised 
notion of culture will have to include the dialectic 
character of the relationship between ideology and the 
socio-economic system, on the one hand, and on the 
other hand, the dialectical character of the relation 
between critical and apologetic elements within the 
culture. (Giroux, 1981:26) 
Clearly, the meaning of culture preferred by Giroux requires a political 
dimension not usually portrayed by the concept. With the notions of 
conflict and competing interests enclosed within culture, hegemony, ideology 
and culture can be greater utility in attempting to explain the ideological 
nature of curriculum. The three concepts are of great important to Giroux 
(1981:29) who feels that to understand the dialectical nature of curriculum 
and ideology we must also understand the associated concepts of hegemony 
and culture. 
Anyon (1980) is also concerned with ideology and curriculum. To these 
concerns she would also connect class. Anyon (1980) found that the class 
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orientations of schools adjust curriculum accordingly. Working class 
schools indoctrinate the young into wage labour futures, middle-class 
schools orient pupils towards bureaucracies, schools for the children of 
professionals develop skills enabling children to negotiate their positions 
in social schemes, while schools for the children of executive e'lites 
develop in pupils the ability to manipulate others in order to maintain 
their position in the cultural environment (Anyon, 1980:88-89). 
The following diagram based on Anyon's (1980) conclusions shows the 
response by the curriculum to the socio-economic status of the pupils. 
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Anyon (1980) sees the function of ideology in directing curriculum 
arrangements as less latent than many other contemporary theorists. She has 
concluded that curricular and pedagogic relationships are such that future 
roles assumed by pupils seem 'natural' because of school experiences which 
have contributed to their socialization into their respective classes. 
The four types of schools orient themselves around clearly different 
outcomes, each of which has an ideological flavour. Working class schools 
are characterized by preparing pupils for subservient positions in life with 
an emphasis on doing what others tell them. Middle class schools convey a 
concern for what are 'right' (legitimate) answers to curriculum work as well 
as the belief that doing well in school leads to a good life. Affluent and 
executive class schools transmit to pupils the idea that they are being 
groomed for roles of leadership through developing skills in autonomous 
thinking and the acquisition of symbolic capital (Anyon, 1980:88-89). 
Anyon's (1980) work illustrates many of the theoretical assertions 
made by those who are concerned with the relations between curriculum and 
ideology. For example, confusing meritorious scholarship with an advantaged 
social position is one such issue which Anyon's (1980) research highlights. 
While her work falls short of citing a hegemonic ideology as the major 
determinant of curriculum, she demonstrates how a number of ideologies 
have contributed to the production of curriculum based on class. In an 
earlier work on social studies textbooks, Anyon (1978:42) notes that 
curricula do '...contain highly positive evaluative statements which justify 
and protect prevailing social arrangements'. In this respect she agrees 
with Apple (1979, 1982a) and Giroux (1979, 1981), that the curriculum is 
strongly influenced by society and the various ideologies which interplay 
within society. 
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C. Curriculum Materials 
Arnot and Whitty (1982:7) reviewed American advances in the sociology 
of the curriculum and concluded that the formal content of school 
'instructional' materials is receiving a great deal of attention. Choice 
of instructional materials is a measure of the success or failure of 
attempts by social groups to infiltrate their respective ideologies into 
schools. 
The interest shown in curriculum materials by sociologists of the 
curriculum demonstrates a view shared in this study that curriculum, and its 
supporting materials are social artefacts. Therefore, in order to under-
stand curriculum materials, an exploration of the society which produced 
them is essential. This implies the yoking of two established fields of 
interest in educational scholarship; namely, sociology and curriculum. 
About this, Arnot and Whitty (1982:17) contend, '...one of the greatest 
services performed by the American work derives from its demonstration of 
the possibilities for fruitful cooperation between sociology and curriculum 
studies'. 
Social groups in liberal democracies have often made public their 
interests in curriculum materials. Textbooks have figured prominently in 
the political economy of education, an area where social groups display 
their relative strengths. In the United States, where twenty-two states 
have centralized adoption of text-books for school subjects, the potential 
profits involved for publishers and authors are enormous. Unruh and Unruh 
(1984:74) point out that in some of the major states, notably Texas and 
California, the New Right has- exerted a strong influence on the type of 
content acceptable by the state. Because publishers produce for the largest 
possible market, their efforts are directed towards those states with the 
largest pupil populations and the smaller states must select from what has 
been produced. Thus, the influence of the New Right is exhibited in 
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curriculum materials, mainly text-books, available to all states. Unruh 
and Unruh also (1984:216) claim that even the orientation of text-books 
responds to societal pressures. Following the back-to-basics movement of 
the 70s, they note that '...the publishing industry, which tends to play 
it safe, began producing text-books that emphasized rote learning' (Unruh 
and Unruh, 1984:26). 
Apple (1982b) argues that state-abetted,capitalist control of curric-
ulum materials serves to prop up existing dominant groups. Removing the 
production of curriculum from teachers also reduces the number of access 
points for social groups seeking to promote their interests. 
Taking important decisions about curriculum materials away from 
teachers relates to what Apple (1982b:250-256) calls 'deskilling' and 
'reskilling'. What used to be the relatively autonomous act of selecting 
materials is now being seriously challenged by commercial educational 
publishers and other commercial interests. Preparing, and selling, 
materials used in schools has become an important and lucrative industry. 
Deskilling refers to the 'separation of conception from execution' 
(Apple, 1982b:250). The traditional skills required of teachers to 
conceive, construct and implement materials and strategies for their teach-
ing are being replaced by the conceptions of others, removed from the 
classroom. Their work makes that conventionally done by teachers no longer 
necessary. Not only text-books, but kits of materials designed to teach a 
subject, now can simply be removed from a shelf located somewhere within 
the school. The existence of mandated text-books, kits and other commercial 
curricular materials has changed the nature of teachers' work. 
Apple (1982b:259-251) sees deskilling as a new form of control over 
curriculum. It is derived from attempts to reduce inefficiency in pedagogy 
and content. He sees the move towards deskilling as one similar to 
developments in the industrial sphere which broke down complex production 
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tasks into simpler units to raise efficiency of the work force while reducing 
the specialized knowledge and cost of the labour force. The effect of 
deskilling on those in production or classroom sites is to remove their 
discretionary power and place it with the technical or bureaucratic 
managers. 
The devaluing of skills traditionally attached to the role of teacher 
creates a vacuum which is filled through reskilling. New methods of 
assessing and selecting curriculum materials are part of the reskilling 
process with the important consequence of forfeiting a great deal of autonomy. 
Thus, '...re-skilling involves the substitution of the skills and the 
ideological visions of management' (Apple, 1982b:256). In the case of 
teachers, this means large-scale deference in favour of teaching styles, 
contents and assessment procedures contained in curriculum materials 
purchased from commercial sources. The assumptions governing the production 
of the materials in a free enterprise environment are therefore translated 
into the school environment. These curriculum materials present a window 
to the social forces which created the materials. 
As a major curriculum document, the text-book is invaluable for the 
investigation of the contentions examined in this study. Eisner (1979:26) 
states that'the text-book holds a place of unparalleled importance in 
influencing what shall be taught in schools'. The differences in text-book 
selection between the United States and Australia colour Eisner's view, but 
there is no doubt that the text-book has an important role in most places in 
the constitution of the curriculum. Although most text-books come from 
outside the formal hierarchy of an education system in the United States 
(Goodlad, 1979:34), there is a strong relationship between the producer and 
the consumer. 
Eisner (1979:27) gives several reasons why the text-book and the pupil 
workbook,, with their associated activities, are logical partners as 
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curriculum materials. Firstly, they provide a level of expertise not 
normally possessed by a teacher. Secondly, the text-book and the workbook 
have already done the routine organizing and sequencing that the teacher 
would otherwise have to do. Thirdly, they provide security for the teachers 
and the pupils because the area of study is contained in documents. This 
confers legitimacy on studies. Fourthly, the text-book, particularly in the 
United States, is usually accompanied by a teachers' edition which contains 
answers to questions in the pupils' texts as well as activities and exercises. 
These have the effect of reducing or replacing the work done by the teacher. 
Documents such as syllabuses from the Board of Secondary School Studies 
in Queensland or directives to teachers from official sources within the 
Queensland Department of Education also provide insights into the interaction 
between social groups and the formation of curriculum. In a state where the 
curriculum is centrally determined, the framing documents can be treated as 
setting conditions under which the influence of social groups will be 
allowed to gain access to curriculum. 
The discussion of the concepts ideology, curriculum,and curriculum 
materials elaborates the interplay of these concepts at the theoretical 
level. They form a yery powerful ensemble when set within a specific 
context. In the words of Pratt (1980:52), if the society puts its interests 
above those of its members the curriculum can be reduced to a control 
mechanism in the service of the state. 
The danger of conceiving society as a metaphysical 
entity with needs of its own, rather than simply as 
other people, is that the argument can easily become 
a smokescreen behind which the most powerful section 
of society, through control of education, arbitrarily 
converts its ideology or interests into curriculum 
policy. 
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The view of Whitty (1985:30) that curriculum is 'ideological practice', 
plus the view of Donald and Hall (1986:ix) that ideologies '...provide us 
with perspectives on the world, with the particular orientation or frame-
works within which we do our thinking', cause the sources of the curriculum 
to be called into question. This issue will be discussed in depth in the 
next section. 
4. Sources of the Curriculum 
Two major explanations of the character of curriculum have been 
developed in scholarly work. The Marxist-oriented explanations are couched 
in terms of antagonistic class relations with the dominant class deriving 
its power from the ownership of the means of production. This power 
infiltrates and influences curricula in order to have schooling correspond 
to the needs of a capitalist mode of production, reproduce the existing 
class structure, or empanel the dominant class by means of hegemony over 
subordinate classes. 
The liberal-oriented explanations contrast with the Marxist class vs. 
class explanations. Typically the liberal-oriented explanations suggest 
that curricula are produced to meet the needs of individuals or of a 
society which is undifferentiated in terms of power or advantage relation-
ships. 
In this section, both broad sets of explanations will be examined. 
Because the Marxist explanations tend to be less conventional in the 
literature on curriculum they will be referred to as the radical perspective 
as opposed to the liberal perspective. 
A. Liberal Perspectives 
The liberal perspective on sources of the curriculum is of considerable 
significance to this study because of the impact liberal ideology has had on 
schooling in western liberal democracies. The literature referred to has an 
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association with liberalism as a generic, without being \tery specific. 
According to Manning (1976:13) there are many different 'faces liberalism 
can pull'. All of the faces, however, give the liberal tenet of the 
'individual' a central location. To understand how liberalism informs 
curriculum, it is necessary to explore further what is meant by 'individual' 
Tucker (1980:195-197) recognises different ideological positions for 
the 'individual' within liberalism. He presents three major notions of 
individualism within liberalism. He calls these possessive individualism, 
Rawlsian individualism, and radical democracy. 
Possessive individualism, based on the work of Macpherson (1962), 
suggests that the market place should be where most of the societal 
structure is decided according to 'from each as they choose, to each as 
they are chosen'. This equates with the original justification for liberal-
ism which was to give the masses access to the competitive market society 
(Macpherson, 1976:11). Little regard is given to the state as a means of 
providing a fairer distribution of wealth, and democracy is seen as a 
danger because it relies on a majority-rule principle which could open the 
way for welfare demands made by members of the poorer classes. This type 
of individualism was held by many of the early liberals (Sabine, 1961:523). 
Rawlsian individualism has been developed from the major work of 
John Rawls (1973), A Theory of Justice. It is Rawls' contention, that life 
within a society consists of give and take. One can expect to benefit from 
belonging to a society, but responsibilities are also required. There is 
a contractual nature about society. Rawlsian individualism gives more 
recognition to social justice.as opposed to'individual autonomy than does 
possessive individualism. In particular, Rawlsian individualism poses the 
possibility of inequalities resulting from a competitive market system, and 
supports the notion that the state must correct imbalances when they become 
too unequal. As well, the state must exercise a constant vigil to prevent 
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excessive influences by the rich, or excessive poverty among the poor. An 
important progression from possessive individualism to Rawlsian individual-
ism lies in the belief that the state must compensate for some of the 
possible results of unchecked individualism. This takes the form of welfare 
provisions for the poor and the monitoring of market place activity to 
guard against unjust distribution. 
Radical democracy is the final progression in the three conceptions of 
individualism in liberal societies. In fact, Tucker's (1980:195) summary of 
radical democracy is a partial critique of liberal ideology with a consider-
ably 'less mobile' individualism than portrayed in the previous two models. 
Radical democracy recognizes that market systems do_ lead to injustices, and 
it is through democratic processes that social justice for the poor can be 
achieved. Significantly, within his description of radical democracy. 
Tucker (1980:196) points to a challenging contradiction within liberalism 
which has never been resolved. The dilemma he refers to relates both to 
the orientation of curriculum and also to the outside world. Among liberal 
ambitions, none is more important than the choice between security for the 
individual and security for the individual within organized society. The 
achievement of one of these does not imply the other. The target must be 
fixed 'according to whether they demand justice or efficiency' (Tucker, 
1980:196). The two are not compatible in any social form, including school-
ing and curriculum. 
Tucker's (1980:195-197) three constructs of individualism within liberal 
societies are valuable as statements of how the individual has been 
conceived in liberal thought. Liberalism has progressed dramatically from 
Lockean individuals who sought little more than protection for their 
property after leaving the 'state of nature', to a welfare oriented 
individualism containing safety nets for those unable to compete equally. 
A preference for capitalism as the economic constituent, because of the 
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free-enterprise rhetoric, has remained though with an increased state 
involvement. A dramatic change in liberal economic views has come from 
'attempts to marry liberal economic theory with a real concern for justice' 
(Tucker, 1980:196). 
Liberal perspectives on sources of curriculum emphasize the primacy of 
the individual. This is not just any individual, but a 'rational' individual 
(Collini, 1979:1), and it is not an undifferentiated social scheme, but one 
which tends to reflect the interests of the middle classes (Bramsted and 
Melhuish, 1978:xvii). Furthermore, any definition of liberalism implies a 
suspicion of the state while recognizing a need for the protection of 
individuals' property and personal rights. 
With the previous discussion as a guideline, a stipulative meaning for 
liberalism within this study can now be given. Liberalism as it informs 
curriculum provides a background set of assumptions which elevate the 
'individual' above all other elements in social considerations. Given equal 
educational opportunities, individuals will acquire knowledge in order to 
become fair and rational beings. Rational autonomy in social, cultural, 
economic and political venues is the ultimate objective of liberal ideology 
in curriculum. 
B, Marxist Perspectives 
It has become an orthodoxy with sociologists of education that the 
status of schools is one of economic and cultural reproduction (Apple, 1982a: 
1). Arguments abound that curriculum is politically controlled (Englund, 
1986; Whitty, 1985). Debate persists over the extent to which schooling 
affects or is influenced by these key aspects of the social form, but it is 
now conceded that the links exist. 
Several important Marxist theories which have been synthesized by Hall 
(1977) provide Marxist views of the curriculum. These theories are 
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correspondence theory, reproduction theory, and what might be called 
hegemony theory. Together they constitute a radical perspective on 
curriculum. 
(i) Correspondence Theory 
Correspondence theory is usually associated with Bowles and Gintis 
(1976) who claim that progressive educational reforms failed because of the 
contradictory nature of the objectives of expanded economic production, 
equality of opportunity, and the promotion of self-development in societies 
where the ideology of corporate capitalism permeates all institutions, 
including schools. They argue that there is a correspondence between what 
schools do by way of teaching content as well as transmitting values 
supportive of the needs of a capitalist mode of production. 
The importance of correspondence theory for curriculum is advanced 
under four postulates (Gintis and Bowles, 1975:118). 
The first of these postulates is that schooling prepares the young for 
the hierarchical social relations of the workplace. This postulate serves 
to locate schooling as a function within the capitalist mode of production. 
Schooling maintains capitalist society, and it does this in order to 'meet 
the needs of capitalist employers for a disciplined and skilled labour force, 
It also provides a mechanism for social control in the interest of political 
stability' (Bowles, 1976:32). By duplicating the structures of control, 
power and labour divisions of a capitalist society, the two macro structures 
of education and capitalist society are said to be in correspondence. 
The second postulate in support of correspondence theory is based on 
the observation by Marx (1973:87) that people are alienated by work in the 
capitalist mode of production. 
Fromm (1966:60) claims 
Marx supposed that the alienation of labour, existing 
through all history, reaches its summit in capitalist 
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society, and that the working class is the most 
alienated! 
Of this, Gintis and Bowles remark that the needs of the worker are not taken 
into account in capitalist societies. This leads to workers being alienated 
from the production process because of their powerlessness within the 
process. The issue of alienation raised by Marx and restated by Gintis 
and Bowles demonstrates another correspondence between schooling and the 
workplace. In neither instance is the pupil or the worker in control of 
the processes of production or of the products. 
Thirdly, Gintis and Bowles (1975:119) address the failure of 'equality 
of opportunity' as an implicit directive of curriculum. They claim there 
are five attributes of a personal nature which lead to top positions in the 
social order. They are: one must be of 'adequate' intelligence and have 
adequate physical capacities; one must have an image identifiable with the 
appropriate status; race, sex and age must be appropriate to the setting, 
and; one must possess the appropriate experience, history or education for 
the task. As with other arguments related to correspondence, they see these 
traits as advantageous within schooling and within the capitalist mode of 
production. This implies that the importance of these traits originated in 
the economy, and was legitimated by the economic system. Then they are 
correspondingly valued within schooling. 
Finally, Gintis and Bowles (1975:120) propose that the family and the 
school are the major forces behind the establishment of the valued traits 
outlined in their third postulate as the ways by which places in the social 
order are allocated. This view is confirmed by Bowers (1974:15) who says: 
Aside from the family, the public school represents 
the most systematic attempt to socialize youth to the 
dominant view of reality shared by adult middle-class 
society. 
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It is from this fourth postulate in particular that their 'correspond-
ence principles' emerge. They claim that family life and education, as the 
main agencies of social reproduction, bear strong similarities to the 
structure of production (Gintis and Bowles, 1975:19). This correspondence 
between family and education and the production of a labor force necessary 
to an expanding economy is an historically demonstrable phenomenon. When 
the structure of schooling changes, it is in response to a corresponding 
change in the structure of economic life (Bowles and Gintis, 1977:220). 
(ii) Reproduction Theory 
Reproduction theory contests the assumptions on which much of schooling 
is founded (Whitty, 1974:117). What were consensual assijnptions have 
become contributions to the set of problems within this theory. The 
advantages and disadvantages of one's class is a major focus in this theory. 
Class reproduces class is the basic contention. 
Two of the most outstanding contributors to reproduction theory are 
Pierre Bourdieu (1971, 1977) and Basil Bernstein (1971, 1975, 1977). Their 
contributions are distinct but there is an obvious consonance in their 
theorizing. Bernstein (1975:85) puts his case that the 'messageways' of 
education reproduce the knowledge and the social relations of the society in 
which the schools are embedded. He says, 'How a society selects, classifies, 
transmits and evaluates the educational knowledge it considers to be public, 
reflects both the distribution of power and the principles of social control'. 
Bourdieu (1971:190) begins with a more systematic focus, claiming that 
the organization of school knowledge provides for the transmission of a 
culture. Culture is to Bourdieu (1971:192) '...a program of perceptions, 
thought and action' which results in a set of 'master patterns acquired 
largely through schooling'. These patterns serve to organize subsequent 
specific patterns of thought. The patterns of thought become what Bourdieu 
calls a 'habit-forming force' for certain dispositions, thoughts and 
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actions. This internalized force or predisposition Bourdieu (1971:194) 
terms habitus. 
The cultural transmission and the formation of habitus are not the 
exclusive province of the school. 'Techniques and habits of thought 
required by the schools is first and foremost the work of the home environ-
ment' (Bourdieu, 1979:173). It is at this point that the reproduction of 
class emerges. The dominant culture which pervades school curricula 
integrates the dominant class by giving them communications similarities 
which allow members to recognise each other and reject the other classes 
from their ranks (Bourdieu, 1977:114). Hierarchies favourable to the 
dominant class are established and legitimated through a shared cultural 
transmission (Bourdieu, 1977:114). 
One can see the similarity between the theoretical construct of 
Bourdieu's habitus and Bernstein's 'messageways' and between their respect-
ive contributions to the theory of social reproduction. Different 
orientations, however, are what give each its distinctiveness. Bernstein 
sees the messageways as reflections of the extant power structure in society 
which tend to replicate class structures. Bourdieu admits to a similar 
theoretical stance but positions himself at a different angle. Bourdieu 
believes that those members of society whose culture is transmitted by the 
schools are thereby set apart from others (Bourdieu, 1976:199). He regards 
as very Important this function of school which socializes pupils into class 
identities. 
Thus, the most hidden and most specific function of 
the education system consists in hiding its objective 
function, that is, masking the objective truth of its 
relationship to the structure of class relations, 
(Bourdieu and Passeron, 1977:208). 
Bernstein makes special claims about the way curricula are organized 
and about their social functions in identifying two types of curriculum. 
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What Bernstein (1975:80) calls the collection type of curriculum is those 
which are clearly bounded and separated from one another. These curricula 
are usually policed by an external examiner or curriculum overseers outside 
the school. It is this type of curriculum which Young (1971) argues has 
high status because of its usual lack of relationship to the everyday 
knowledge of the pupils. 
Bernstein (1975:10) calls the other type an integrated curriculum. It 
is characterized by a 'relational idea'. The relational idea becomes the 
reason for the presence of the various ingredients of the curriculum. The 
relational ideas, for example, might bring together teachers or theories 
from other subjects, making the contents less important while increasing the 
importance of a 'common pedagogy, a common examining style (and) a 
common practice of teaching' (Bernstein, 1975:80-81). 
Claiming that two types of curriculum exist is not in itself signifi^ 
cant. However, Bernstein goes on to argue that the predominant type of 
curriculum significantly influences conceptions of society (Bernstein, 1975: 
11). Impressions of power and authority are transmitted to pupils from one 
or the other curriculum type. These impressions of power and authority 
develop a conceptual awareness with transferability to other social settings. 
Collection codes hierarchically arrange social perceptions in the minds 
of the pupils because the codes determine who belongs and who does not 
belong to the higher social order (Bernstein, 1975:96). Collection codes 
provide the successful student with '...socialization into order, the 
existing order' (Bernstein, 1975:97). A rigid collection code transmits 
notions of inflexible order and control by way of the example set. 
Class recreating class is the theoretical contribution coming from 
Bernstein (1975, 1977) and Bourdieu (1976, 1977). Applying their thinking 
to the origin of curriculum reveals it as an instrument serving not so much 
class interests, but the interests of a dominant e'lite. Bourdieu (1977:114) 
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observes that 
...the power of the dominant class over the selection 
of what constitutes culture serves to create a false 
consciousness of the dominated classes by causing them 
to subscribe to the hierarchies selected by the dominant 
classes by legitimating the hierarchies through 
transmission of the dominant culture. 
Such a culture as that constituted by the dominant class informs both 
the creation of the habitus and the 'messageways' of schooling. The 
conclusion to be drawn from this discussion is that curriculum assists in 
the reproduction of social arrangements which already exist. Much has been 
made of the conserving nature of practically all curricula (Postman, 1979). 
What Bourdieu (1977) in particular has contributed is an awareness of the 
social and cultural milieu as the 'arbitrary' from which curricula are 
derived. What he fails to address is how the cultural arbitrary comes to 
have such an unchallenged prominence. This is explored by hegemony theory. 
(iii) Hegemony Theory 
Hegemony theory is largely the work of Antonio Gramsci. For Gramsci, 
hegemony is political, intellectual and moral leadership over allied groups 
(Mouffe, 1979:10). Such leadership is awarded to the class or classes most 
closely aligned with the dominant ideology. The dominant or hegemonic 
ideology works to the advantage of the dominant class but it works in such 
a way that all classes feel benefited by the arrangements provided. It is 
essential that a false consciousness be created in order to protect 
bourgeois hegemony (Entwistle, 1978:24). Without false consciousness 
creating a sense of collective well-being there would be no hegemony but 
rather a visible conflict of interests. 
Disguising class interests is the essence of Gramsci's concept of 
hegemony. He sees all groups in civil society as a unit organized by 
assumptions which hold the unit together. These assumptions are promoted as 
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necessary and unchallengeable by the dominant class in such a way that the 
subaltern classes believe their interests are best served by subscribing 
to these assumptions. The assumptions, about class hierarchies and social 
form, are embedded in extant capitalistic structures which pre-empt alternat-
ives. The subordinate classes are prevented from devising their own 
hegemony (Sassoon, 1980:189). Preoccupied with day-to-day life and having 
no viable option, the lower classes accept what is as 'natural'. The 
assumptions supporting class relations determine the dominant/subordinate 
outcomes which Gramsci refers to as 'positioning'. The war of position for 
Gramsci is near-synonymous with the concept of hegemony (Sassoon, 1980:197). 
The class winning the positioning struggle is hegemonic. 
Gramsci had a high regard for intellectuals, for he felt it is they 
who make the ideological world seem neutral (Boggs, 1976:9). As knowledge 
is attained one may rise above ideology. The intellectuals are broken into 
two groups: those whose intellectual work seeks change and those whose 
intellectual work supports the status quo. Gramsci (1957:122) says of this 
One of the most important characteristics of every class 
which develops towards power is its struggle to assimilate 
and conquer ideologically the traditional intellectuals. 
As opposed to the traditional intellectuals, who are keepers of the 
body of knowledge conducive to the maintenance of the current order, are 
those 'organic' intellectuals whose existence is often seen as counter-
hegemonic. The historical-cultural relationships between them tend to 
ensure that the political function of education is that it transmits and 
safeguards the hegemony of the ruling class. 
Gramsci saw schooling as a way of maintaining the dominance of the 
f'uling class. He claimed that the divisions between classical and trade 
schools were a rational scheme for distinguishing among the instrumental 
classes, i.e. the proletariat, and the ruling classes, and the intellectuals 
(Gramsci, 1957:126). The ruling classes and intellectuals were taught the 
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dominant culture while the subaltern classes were prepared to occupy 
supporting functions. 
It is at the level of curriculum that Gramsci's antipathy towards the 
hegemony of the ruling class becomes less certain. Should working class 
hegemony replace bourgeois hegemony, as was Gramsci's wish, there is no 
working class curriculum ready to replace that which already exists for the 
identified interests of the bourgeoisie (Entwistle, 1978:24). Gramsci had 
located in the intellectuals, particularly traditional intellectuals, the 
role of deputies who do the bidding of the dominant group (Sassoon, 1980: 
136), but there is no suggestion that the knowledge of the intellectuals be 
dominated by working class knowledge. His analysis of the roles of 
intellectuals is directed at their functions as supporting an existing 
hegemony or forming the basis for an alternative hegemony. The character 
of the knowledge of the intellectuals is not called into question. Of the 
functions of the intellectuals in maintaining ruling class hegemony, Gramsci 
is cynical. He claims their number is inordinate to the social needs of 
production (Gramsci, 1957:125). Of the importance of the intellectuals to 
the needs of hegemony, however, Gramsci is respectful. He believes that 
until the traditional intellectuals can be 'ideologically conquered' the 
proletariat aspiration towards their own form of hegemony has not a chance 
(Gramsci, 1957:122). 
Gramsci's theory of hegemony has great importance as a Marxist account 
of curriculum. Essentially, the capitalist mode of production produces a 
bourgeoisie who occupy the ruling class. The ideas of the bourgeoisie 
aided by the work of traditional intellectuals are empanelled as social 
givens. A proletarian ideology can attain such a position of hegemony 
only when a contrary social bloc has been developed and supported by 
intellectuals. 
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These radical critiques are grounded in Marxist theory. It is not 
surprising that curriculum can be theorized within a radical framework from 
its socio-economic origins. Consequently, correspondence theory implies 
that the source of curriculum is to be found in the needs of the capitalist 
mode of production. Curricula are set to correspond with these needs. 
Reproduction theory alleges that the reproduction of class arrangements in 
capitalist societies is assisted by curricula which heavily and favourably 
feature knowledge advantageous to the upper classes. Power relations are 
thus reflected in curriculum relations. Hegemony theory forwards the view 
that curricula help to disguise class interests by not displaying class 
conflict. Rather, in hegemony theory the ideology of the bourgeoisie is 
given dominant treatment in such a way that the interests of the bourgeoisie 
are the interests of the whole society. Bourgeois ideology provides the 
assumptions which hold society together and these assumptions also guide 
curriculum formation. 
The liberal and radical perspectives which have been canvassed provide 
large-scale orientations to the curriculum. Orientations towards curriculum 
in practice are provided by various models which will now be discussed. 
5. Curriculum Models 
Brady (1983:57-58) says a curriculum model is one which looks at the 
relationships among the parts of the curriculum development process. He 
identifies these parts as objectives, content, method and evaluation. 
Basically, these are the same components identified by Tyler (1949) when 
he introduced his now well-known objectives model of curriculum development. 
Many other models of curriculum development have been framed since 
Tyler's. A firm set of objectives has often given way to more flexible 
processes. The types of curriculum are expressed in such a way that their 
ideological influences can later be examined at the systemic level where 
social groups operate. 
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A. Discipline-centred Curriculum 
Over the years, reasonably stable bodies of knowledge have developed 
into school subjects. These bodies of knowledge, which are often known as 
disciplines, are distinguished by their 'data, concepts, generalizations, 
and organizing principles' (Zais, 1976:329). Typically in schools, 
disciplines have names such as mathematics, history, or chemistry, but new 
school subjects are emerging from multi-discipiinary or interdisciplinary 
combinations. 
A detailed description of what constitutes a discipline comes from 
Broudy (1961:29): 
1. Terminology or concepts that are short-hand names for 
very complex and abstract processes, e.g. oxidation... 
and the superego. 
2. A whole network of data, facts, rules, generalizations 
and theories that have been more or less satisfactorily 
proved in the history of the discipline. 
3. A method of investigation in some sense peculiar to 
itself. 
4. Rules for evaluating evidence. 
These characteristics guide the development of a discipline-centred 
curriculum in schools to such an extent that they become part of the learn-
ing process. Learning the terms, theories and methods unique to a 
discipline often constitute the major aspects of a discipline-centred 
curriculum. Such a listing of characteristics is by no means definitive. 
As Zais (1976:331) notes, no definition, or combination of definitions, has 
been successful since early attempts by the likes of Plato, Aristotle and 
Kant. 
As a means of organizing secondary school curricula, disciplines are 
very popular for the reason that they provide curriculum developers 
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ready-made ensembles which can be divided into school subjects for various 
years of schooling. Decisions in such matters as content, method and means 
of determining achievement by pupils are guided by the prescriptions 
which come with the disciplines. Hirst (1974:85-87) has argued that the 
disciplines are 'ways of knowing' and that some experience of each of the 
ways confers balance on curriculum and access for students to the sum of 
human knowledge. 
In a discipline-centred model, social groups may not exert so much 
influence as in other models because so much of what constitutes the 
discipline is already in place. However, the nature of discipline-centred 
models of curriculum tends to serve the interests of the more conservative 
social groups. This is due to the resistance to change found in discipline-
centred curriculum models, though the disciplines themselves continue to 
change. 
B. Problem-centred Curriculum 
A problem-centred or issue-centred curriculum is organized around the 
source of concern. Such a model may be found within conventional school 
subjects with the clear distinction being that a problem or issue is 
targeted for learning. 
A research model proposed by Stenhouse (1976:125) puts the curriculum 
developer 'not in the role of creator, or man with a mission, but in that 
of investigator'. Such a description accords with a problem-centred 
curriculum owing to the curriculum focus on solving the problem or providing 
solutions to issues under study. It is likely also to shift the locus of 
decisions about curriculum from central authorities to teachers. 
Content and method are on-going concerns in the problem-centred 
curriculum model. Neither can be fixed at the beginning of a study because 
as new dimensions to the problems or issues are uncovered, new content may 
be needed and new methods of finding out may be necessary. As to evaluation 
in this model, Stenhouse (1976:125-126) believes the evaluation procedures 
should guide the curriculum rather than follow it. That is, evaluation 
should be a continuous process which informs the curriculum rather than 
a judgemental and/or final stage in a curriculum. 
Zais (1976:413) notes the altruistic tendencies which are associated 
with problem-centred curricula. He says, 'While a democratic view of 
society is basic to their structure, it is a less individualistic view with 
greater emphasis being placed on group welfare'. Seeking alternative 
solutions to social problems causes the learner to consider the collective 
good above his or her own good which is contrary to the typical liberal 
orientation of curriculum. 
The nature of the problems or issues under study indicate the measure 
of influence by a social group or benefit to a social group. Moralistic 
problems such as unwanted pregnancies lend themselves to conservative 
solutions drawn from past experience, while environmentalist problems such 
as oil slicks or acid rain require innovative thinking and solutions to 
problems not experienced to a great extent before. 
C. Society-centred Curriculum 
While the title of this model may suggest society as a topic of study, 
it implies that the curriculum is designed to benefit society. The way in 
which society may benefit from a school's curriculum has been a theme of 
education for many centuries with the two approaches neatly stated by Tyler 
(1949:35) who asks: 'Should the schools develop young people to fit into 
present society as it is, or does the school have a revolutionary mission to 
develop young people who will seek to improve society?' In both cases a 
society-centred curriculum can acconmodate the desired outcomes. The more 
conservative position implies that school knowledge need be relatively 
static to conform to the needs of current society. The other, more reformist 
position, would have a curriculum which predicted social needs in the 
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future. Anticipation of future society's needs would direct curriculum 
development. 
The ideal society-centred model of curriculum presupposes consensus on 
what society needs and wants from the curricula provided by schools. Such 
an understanding does not exist in plural societies which means that group 
interaction and group pressures brought to bear on curriculum do not contain 
interests of a l l groups. Thus, the interests of dominant groups within 
society are interests reflected in the curriculum. 
D. Learner-centred Curriculum 
A l iberal ideology for education would have curricula tuned in to the 
needs and wishes of the individual learner. Pratt (1980:54-62) sees these 
needs in a f ive part typology: need for sel f -actual izat ion, need for mean-
ing, social needs, aesthetic needs, and survival needs. Each of these 
needs is an ident i f iable concern of a learner-centred curriculum. 
The need for self-actual izat ion is drawn from Maslow (1954:91) who said 
'What a man (s ic. ) can be, he must be' . Given th i s , a learner-centred 
curriculum must provide for f u l l development of the individual. 
The need for meaning refers to the in t r ins ic search for understanding 
by humankind. A jus t i f i ca t i on arising from a learner-centred curriculum of 
this sort would feature knowledge commonly found in philosophy. What 
curriculum can do in th is regard, according to Pratt (1980:57) ' . . . i s to 
give youth the inte l lectual equipment to understand which questions are 
meaningful and which are meaningless. What is important to Pratt (1980:57) 
here is individual meaning, personal meaning. 
Social needs for individual pupils are impl ic i t owing to the social 
nature of people. Pratt (1980:58) recognizes this by claiming human 
happiness is only possible through relationships with others. Thus, i t is 
essential within the learner-centred curriculum to develop social sk i l l s and 
social values in the young learner as part of the formal curriculum. 
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The existence of aesthetic needs in pupils is rarely recognized by 
the more pragmatic versions of the curriculum, though curriculum theorists 
such as Pratt (1980) and Hirst (1974) have proposed the importance of art 
in the curriculum yery convincingly. Hirst (1974:153), for example, claims 
he is interested in the artistic knowledge which various works of art 
communicate. The feelings and sensations created by them are their main 
contributions 'stating truths that cannot be comnunicated in any other way' 
(Hirst, 1974:153). Pratt (1980:59) feels that aesthetic needs are so 
important in pupils and that school curricula have major parts to play. 
These go beyond the unquestioned utilitarian and pre-vocational role of the 
school into the more individualistic area of developing an appreciation of 
what our senses tell us. 
Survival needs are important to any grand conception of learner-centred 
curriculum, though one may balk at the exaggerated claim made by Pratt 
(1980:60) that '...survival needs are a priority in the school curriculum... 
for without life there can be no learning.' 
Of course, he is right, but the prevention of death is largely removed 
from the powers of the school curriculum. Reductions in deaths can occur 
through curricula on health, drugs, nutrition or physical education but the 
looming spectre of atomic war on the in-built mortality of all humankind 
may only be understood through the curriculum, not stopped by the curriculum. 
In spite of taking issue with the degree to which a curriculum is 
arranged around personal survival, there is no question about the links 
between survival and what one does with knowledge. Curriculum concerns 
resonate with employment and leisure. To this extent, learner-centred 
models of curriculum are engaged in survival knowledge for the individual 
pupil. 
The foregoing curriculum models are differentiated by their respective 
i'oci. What they hold in common is the intention of providing a structure 
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for learning with anticipated or even predetermined outcomes. In other 
words, the various models are all intended to benefit the pupil. Gearing 
the curriculLBTi around the individual is a manifestation of liberal ideology. 
This will be shown in the next section. 
6. Liberal Curriculum Model 
A persistent theme in theorizing the curriculum has been the role of 
liberal ideology. According to Dale, Esland and MacDonald (1976:1), the 
most important belief supporting the liberal ideology of education is that 
education 'creates and sustains progressive social change'. The implication 
is that education can cure many of society's problems. The difficulty lies 
in the belief that the 'cure will be presented as politically neutral, 
objective, and somewhat removed from the society of which it is a part' 
(Dale, Esland and MacDonald, 1976:5). 
A. Assumptions of Liberal Curricula 
Dale, Esland and MacDonald (1976:1-2) claim that liberal ideology 
provides the arrangements for education in the Western industrialized 
countries. Their claim rests on three assumptions. The first assumption 
is that schooling critically affects the level of economic growth and social 
progress through its link with technology. This means that young people 
are not only conditioned as members of a technical workforce, but they are 
also conditioned to accept technology and the social forms it creates as 
inevitable. Nobody in today's world is astounded by robotic bank tellers 
or the existence of computerized games in private homes. Technology has 
simply become part of the work time and the leisure time in people's lives, 
and such a technocratic view of the present and the future is spawned by 
liberal ideology. 
The second assumption involved in a liberal ideology of education is 
that education can redress social inequalities. Education not only can, but 
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does, provide opportunities for social mobility based on the merits of 
individuals. This assumption gives schooling, and the associated curricula 
which are part of schooling, key positions in sanctioning the social and 
economic reward system operating in society. The educational achievements 
are both explicitly and implicitly linked with subsequent rewards. This 
linkage is presented as unquestioned. 
The third assumption behind liberal ideology as it informs educational 
practices is that education and the culture it produces and transmits are 
both independent and autonomous features of our society. Idealism is 
strongly featured within this liberal tradition thereby presenting schooling 
and school culture as politically neutral. 
Three important issues which are derived from liberal ideology provide 
a general context for the specific questions on which this study is based. 
These issues will be used to explore curricula generally, and later, to 
examine who benefits from such curricular arrangements. 
The first issue is concerned with how school curricula accommodate 
the belief that economic and social progress are linked with technology. 
yery rarely do curricular provisions in schools pose a serious threat to 
existing dominant social structures. This view is complemented by the 
assertion of White (1980:47) who says 
The educational system serves not only to prepare 
individuals for their eventual objective positions within 
the social structure but also to shape the subjective 
disposition of the participants such that the existing 
social structure is rendered non-problematic. 
This view explains in large part the muted and infrequent efforts found in 
curricula to challenge the growing infusion of technology into practically 
^'^^ry aspect of day-to-day life. By not stressing some of the negative 
social influences caused by technology, the assumption by the learners is of 
unqualified benefit. The belief in technological 'goodness' is promoted in 
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an ideological form which places technology beyond serious examination in 
school curricula. To do otherwise would be to expose the social forces 
which determine curricula. 'The study of technology would then become a 
questioning of power' (Harris, 1984:57). 
It is further contended by Finn (1980:29) that technocrats are part 
of the liberal consensus in education. This means that recent curricular 
changes featuring technology are compatible with both groups. Technology 
and liberal education are presented as a harmonious blend. 
Liberalism is strongly linked with beliefs associating the well-being 
of individuals with social and economic progress (Manning, 1976). Including 
studies of technology in the curriculum recognizes this ideological bias in 
content selection. Noble (1984:603-608) believes that studies about 
technology in the curriculum are usually justified in terms of the four 
life roles of consumer, student, worker and citizen. These categories are 
then equated with the necessity of the individual to negotiate successfully 
these roles in a technocratic world removed from alternative life paradigms. 
Apple and Beyer (1983:428) argue that curricula link social and 
economic progress with technology. These facets simply reflect a capitalist 
type of economy with its concomitant labour relationships based on 
efficiency, merit, and increased production. Because technology is viewed 
as essential to our production procedures, it must also be represented in 
curricula as generally beneficial to society. 
The second issue centres on ways in which school curricula can redress 
social inequalities. 
Liberal ideology in education is well known for its elusive goals. One 
such major goal is to increase equality in society. Goodlad (1979:19) puts 
the liberal view of an egalitarian curriculum quite powerfully when he says, 
...the democratization of knowledge capital so that more 
and more people have access to it erodes the walls protecting 
privileges of birth and inheritance. 
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He also says that 
Schools become the instruments for. ..helping the 
disadvantaged attain first-class citizenship. 
Dewey (1966:98) is another prominent liberal educationist who believes 
schools have the power to correct social inequalities. His wording is not 
in current fashion, but the sentiments would be shared by those who promote 
liberal ideology in schooling today. 
School facilities must be secured of such amplitude 
and efficiency as will in fact and not simply in name 
discount the effects of economic inequalities, and 
secure to all the wards of a nation equality of 
equipment for their future careers. 
Both Goodlad and Dewey, as representatives of the liberal tradition 
in education, advance the notion that studies in schools can assist mobility 
within society. Implicit in this notion, as their words proclaim, is the 
belief that people disadvantaged by race, family or gender may look to 
education as a source of compensation. 
The third issue centres on ways school curricula are seen as independ-
ent features of our society. 
Giroux (1981:100) has noted that 'at the core of liberal theories of 
schooling is the mystifying notion that schools exist independently from 
the wider nexus of social, economic and political institutions.' This is 
an extrapolation of the concept of relative autonomy which is associated 
with the work of critics of liberal ideology of education such as Gintis 
and Bowles (1975, 1976), Erben and Gleeson (1977), and Bourdieu and Passeron 
(1977). This view maintains that liberal-inspired curricula tend to 
depoliticise issues in order to obscure the role of the schools as agents of 
social control. 
The way by which curricula are distanced from society is by an 
insistence inherent in liberal ideology that curricula can be produced 
objectively and neutrally. This is in spite of the counter-claims made by 
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the 'new' sociologists of education (Young et al., 1971) and continued by 
modern sociologists of the curriculum such as Whitty (1985), Apple (1979, 
1982), Bates (1979, 1980) and Englund (1986). A liberal approach to 
curriculum development neutralizes the relationship of society to the 
curriculum. This approach is popular, and needs elaboration as an important 
element of this study. The work of P.H. Hirst (1965, 1974) has been used 
to guide the development of liberal curriculum models. 
In the seminal work, 'Liberal Education and the Nature of Knowledge', 
Hirst (1965) reveals his disinterest with social reality in favour of 
'forms of knowledge' as curricular orientation. The desired outcome from 
studying these forms of knowledge is the 'comprehensive development of the 
mind' (Hirst, 1965:132). As to what constitutes a liberal education. Hirst 
(1965:125) says it is '...one that, determined in scope and content by 
knowledge itself, is thereby concerned with the development of the mind.' 
Knowledge acquired by studying disciplines is how this is accomplished. 
The disciplines from which school subjects are traditionally construc-
ted are far more important objects for study than the contents they include. 
To Hirst (1965:132), the derivative school subjects must emphasize '...the 
acquisition by critical training and discipline not only of facts but also 
of complex conceptual schemes and of the arts and techniques of different 
types of reasoning and judgement'. 
Hirst's view of liberal education, with its mandate that disciplines 
will be the centrepiece of curriculum is intended '...to give genuine 
insight so that pupils come to think in these (discipline) terms, using the 
concepts, logic and criteria accurately in the different domains' (Hirst, 
1965:133). In light of this, 'Syllabuses and curricula cannot therefore be 
constructed simply in terms of information and isolated skills. They must 
be constructed so as to introduce pupils as far as possible into the 
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interrelated aspects of each of the basic forms of knowledge, each of the 
several disciplines' (Hirst, 1965:132). 
Central to Hirst's proposals for liberal education is the belief that 
objectives should determine the curriculum. 'There can be no curriculum 
without objectives' (Hirst,1974:3). These objectives tend to predetermine 
the curriculum as well as to predetermine the progressive development of 
the mind of the pupils to whom these objectives are directed. Such a set of 
objectives, derived from forms of knowledge, or disciplines, tends to deny 
access to contemporaneousness and proximity to the learner's life experience 
in the course of learning from such a curriculum. Curricula framed after 
Hirst's vision need not be irrelevant to the learner. Hirst (1965:137) 
implies that learning the disciplines is only the beginning of understanding 
experience. And, he says of the disciplines 'The study of aspects of power, 
natural as well as social and political, might for instance be one element 
in such a scheme...' (Hirst, 1965:156). 
This notional statement about social relevance is not enough to 
silence critics of the distance between Hirst-type curricula and the outside 
world. Eggleston (1980:18) observes that Hirst largely ignores the social 
context in which curricula are placed. It is through the decision to focus 
on the disciplines rather than the contents which make up curricula that 
curricula can be portrayed as independent and autonomous features of our 
society. However, in fairness to Hirst, he has argued that studying 
traditional curricula does not set knowledge adrift from society. Rather, 
Hirst (1974:140) says 'It is surely time that curricular units be composed 
to serve the ends we want. They are within this respect socially determined 
...'. In this instance, as in other liberal expressions, the 'we' refers 
to curricular technocrats who may acknowledge weak linkages, but who will 
ultimately retreat to a position where they will say that contents in 
curriculum may be social products, 'but they arise in contexts, and have a 
82. 
significance in contexts, that are not totally social in character' (Hirst, 
1974:139). 
The three persistent assumptions behind liberal ideology have been 
given significance within curriculum issues. The interrelationship of the 
assumptions and the curriculum issues can now be presented. This is shown 
below by producing the three assumptions in abbreviated form next to some 
of the typical responses to the assumptions found in curricula. 
Liberal Ideology Assumptions Response Examples Found in Curricula 
Economic/Social progress 
depends on technology. 
Curricula can redress social 
inequalities. 
Curricula can be developed 
independently of society. 
Affirmative treatment of technology. 
(Computer studies, understanding 
technology) 
Affirmative treatment of disadvantaged 
social groups (Sexism, multi-
cultural ism) 
Avoidance of controversy using 
'distancing procedures' found in 
traditional disciplines. (Sex educa-
tion/biology, nuclear arms/history, 
pol1uti on/geography) 
Figure 2.3 
As well as a discussion of the connections between the liberal 
assumptions and emergent issues, it was earlier signalled that an examination 
of who benefits from such curricular arrangements would follow. Social 
groups known as the Fundamentalists and the New Class will provide the basis 
for the examination. 
The Fundamentalists and the New Class are presented as theoretical 
social constructs with identifying characteristics. Fundamentalist and 
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New Class positions on curriculum and the closely related area of pedagogic 
practices are presented in the next section. 
B. Fundamentalists Contrasted with the New Class 
While the Fundamentalists and the New Class share common concerns such 
as advancing their preferred knowledge in order to pursue their preferred 
world, the means by which this can be attained are markedly different. 
O'Neill's (1981:114-115) work is used to construct the prescription for 
Fundamentalism, while the work of Gouldner (1979) is used for the New Class, 
FUNDAMENTALISTS 
The Curriculum Pedagogic Practices 
The curriculum should stress 
building of moral character along 
traditional standards. 
The curriculum should put 
emphasis on ideological conformity 
and practical skills. 
The curriculum should stress 
moral training and practical 
skills as the way by which a 
child can be equipped for entry to 
the traditional social order. 
The curriculum should be grounded 
on implicit and/or unexamined 
assumptions that are generally 
based on either 'common sense'. 
intrinsic certitude, or religious 
faith' (O'Neill, 1981:150). 
Teaching should be along highly 
structured lines such as exposition 
and recitation. 
The teacher should be presented as a 
model of moral and academic excellence. 
On-going competition should be fostered 
because this leads to excellence and 
character building. 
Teaching emphases should be directed 
towards a restoration of traditional 
educational practices. 
Teachers should not engage in individ-
ual counselling as this is the 





The Curriculum Pedaqogic Practices 
The curriculum should focus on 
technical and scientific knowledge 
as the cornerstones of a modern 
society. 
The curriculum should stress 
that societal progress is depend-
ent on technology and science. 
The curriculum should avoid values 
issues which tend to obscure the 
benefits of science and 
technology. 
The curriculum should both 
advance and protect the skills 
and societal conditions needed to 
advance technological culture. 
The curriculum should transmit 
notions of the inevitability of 
a transnational technological 
society. 
Teaching should be oriented towards 
skills needed for a technological 
society. 
Teaching should conform with the 
attitudes and behaviours embedded in 
bureaucratic and corporate practice. 
Hands-on experiences should be 
prominent in the range of teaching 
techniques. Uses for computers in 
everyday life should be stressed, 
even in the school subjects. 
Teachers should employ the appropriate 
technical language in their teaching 
as a means of relating to the dominant 
intellectual community. 
Teachers should stress the importance 
of achieving a professional identity. 
Seeking credentials should be 
encouraged. 
Figure 2.5 
The theoretical ideas presented in this Chapter are contextualized in 
Queensland in the next Chapter. 
85. 
CHAPTER THREE 
POLITICAL CONTEXTS, EDUCATIONAL CONTEXTS, 
AND SOCIAL GROUPS IN QUEENSLAND 
1. Introduction 
This Chapter establishes the political and educational contexts of 
change in Queensland over the past twenty years. An understanding of the 
contexts and further understanding of the two social groups identified as 
the Fundamentalists and the New Class will help interpret ideological shifts 
in Citizenship Education. 
Given the legal requirements of schooling for the young in all 
industrialized countries, one may assume that politics do intrude on 
education. Indeed, the intrusion extends well beyond the setting of legal 
requirements. Modern nation-states award great importance to education 
among their political concerns and schooling is chief among educational 
priorities. Thus, with curriculum development being an implicit part of 
schooling, curriculum decisions are inescapably political (Dearden, 1980: 
149). In regard to the politics of the curriculum in England, Lawton (1980: 
12) says, 'We are witnessing a quiet struggle for control and influence'. 
This study contends such a struggle is also occurring in Queensland. In 
both instances an understanding of the contexts is necessary before the 
broader arguments may be understood. 
Australia is a federal system which provides the constituent states 
and territories with a wide range of powers. There is a federal Department 
of Education, and it is headed by a Minister of Education, but the Austral-
ian Department of Education is interested in broad curriculum issues 
rather than the development of specific syllabuses or subject guidelines. 
A recent concern of the Australian Government in terms of curriculum has 
taken the form of the Participation and Equity Program. This program is 
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geared towards the amelioration of several persistent areas of social 
injustice and carries with it no mandatory requirements on curriculum in 
the various states and territories. 
Many of the ideas presented theoretically in Chapter Two will be 
contextualized into political and educational settings in Queensland in 
this Chapter. The way in which curricula are formed in Queensland will be 
described to show the politicization of education in Queensland. Also, a 
description of citizenship courses as a perceived mandate in several 
educational systems will be included. Following this, the ideas of the 
Fundamentalists and the New Class in Queensland will be elaborated, their 
ideological tenets will be clarified, and the function of the Queensland 
Government in curriculum development will be described. The final section 
will summarize the theoretical issues in their contexts before the 
contentions are tested against the evidence. 
The use of curricula as an expression of social groups' influence is 
not without examples. In Romania the system of social control includes 
explicit studies of ideology in schools. Without a passing grade in 
ideological studies, a pupil '...cannot achieve upward mobility through the 
high school' (Croghan and Croghan, 1980:128). In America, similar signifi-
cance is attached to learning to recite the 'Pledge of Allegiance' even 
though a grade is not assigned. 
The point is that ideological content of curriculum, whether it is 
implicit or explicit, reflects the historical ethos of the context. The 
large-scale examples of the United States and Romania are no more 
illustrative of this than is the education system of Queensland. 
A. Historical Background to the Queensland Education System 
The origin of Queensland as a penal colony which later gave way to 
pastoral interests is an important aspect of the contexts being considered. 
The law was regarded as an important companion to the early settlers as was 
87. 
their religion. Great concern was recorded when it was found that livestock 
receipts were not sufficient to pay for a police establishment in the 
Maranoa region as early as 1850 (Taylor, 1976:15). A related concern 
emerged in 1868 when the Sunday school teacher was made the teacher in the 
first school in the district (Taylor, 1976:72). Because of his religious 
orientation he was deemed the most 'responsible' person for the job. This 
regard for 'law and order' was widespread in the yery early days, and the 
associations between education and religion made Queensland a fertile site 
for Fundamentalist ideology. 
According to Charlton (1983:36), one of the legacies from this period 
before separation from New South Wales is the 'Attitude of master/servant 
relations'. This two-tiered social stratification set the stage for an 
authoritarian policy formation which further gave rise to a highly 
centralized system of education. This system has been characterized by 
behavioural outcomes determined before the teaching takes place in the 
various years and the various subjects in Queensland's schools. Such 
dictates are invariably found in curriculum guidelines and syllabuses used 
in Queensland. 
The colony of Queensland began with the first settlement in 1824, but 
it was not until 1859 that Queensland became a separate colony from New 
South Wales. Few people inhabited the young colony, and only Queensland 
persisted in subsidizing migrants from Britain between 1860 and 1919. Of 
the money spent on assisted passages by Australian colonies, half was spent 
by Queensland (Blainey, 1983:166). The subsidization of new residents 
coupled with the natural attractions of Queensland for primary producers 
caused continuous early growth as shown in Figure 3.1. 
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(From Laverty, 1970:29) 
Once Queensland became a separate colony it became responsible for 
education within its boundaries. Consequently, one of the first pieces of 
legislation by the Queensland Government was the Education Act of 1860 
(Logan and Clark, 1984:21). This placed primary education under the 
guidance of what was called the Board of General Education. 
The Grammar School Act of 1860 caused the Queensland Government to 
assist with secondary schooling in any locale where at least £.1000 had 
been raised for this purpose. Together, these Acts gave the Queensland 
Government a central role in the provision of primary and secondary educa-
tion in the state. 
The Education Act of 1875 caused the Board of General Education to be 
replaced by the Department of Public Instruction. Primary Education thereby 
became the responsibility of the Minister for Education (Queensland 
Education Act, 1875). This Act provided for free, secular and compulsory 
education. According to Logan and Clark (1984:3) there was an emphasis in 
the early days on vocational subjects such as manual training and agricul-
ture. This, they claim, reflected the belief held by many educators that 
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'...economic growth was essential to the progress and strength of the 
state.' 
The first secondary school was the Ipswich Grammar School which opened 
in 1863; the next thirty years saw the establishment of ten more grammar 
schools (Goodman, 1968:29). These schools were privately run organizations, 
and it was not until 1912 that the Queensland Government attempted to 
provide free high schools. This provision was conditioned by the require-
ments that there were at least twenty-five qualified pupils, and that there 
was '...no other provision for State-aided secondary education in these 
places' (Logan and Clark, 1984:7). Six high schools were opened in 1912. 
Legislation which marked the Queensland Government as an important 
financial instrumentality in education is not inconsistent with the usual 
state government services in Australia. What is unusual is that the world's 
first Labor Party (Dalton, 1970:8-9) which governed Queensland for so many 
of the years leading up to the period of concern in this study, was never 
able to transfer socialist ideals into schooling practice. Lofty sentiments, 
such as egalitarianism, have fared badly against the dominant values which 
had been imported from Britain. In early Queensland, these traditional 
values associated with schooling were complemented by what Scott and Scott 
(1980:6) have identified as a lack of early competition between the 
independent schools and the state schools, and they were also confused by 
the persistent theme in Charlton's (1983) view: the Queensland 'difference'. 
This difference has been an important source of power for the Queensland 
Fundamentalists. The tenets which define the Queensland Fundamentalists, 
such as rural orientations, conformity, Christianity, and 'living their 
lives on past values', have contributed a great deal to the view that 
Queensland is different. 
A slow growth in secondary education took place after 1912. By 1957, 
there were still only 37 state high schools and 34 secondary departments 
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attached to primary schools. No new high school was built in Brisbane 
between 1924 and 1952. That is, almost thirty years passed without a new 
high school in the state's capital city. This was evidence of the low 
regard for education by the State's leaders who were 'unqualified, unskilled, 
untrained and under-educated' (Charlton, 1983:139). 
From 1957 on, 'An acceleration in the movement of the workforce from 
occupations in primary and secondary industries to occupations in service 
industries and the professions (Logan and Clark, 1984:8) caused greater 
interest in secondary education. Coincidentally, Djilas (1957) published 
The New Class the same year. Occupational shifts were a concern for many 
parts of the 'developed' world. 
The Education Act of 1964 caused dramatic changes in secondary educa-
tion in Queensland. Among these changes were explicit requirements for 
religious education during school hours (Part III, 20:1), raising the 
school leaving age to fifteen years, and the establishment of the Board of 
Secondary School Studies (Part IV:36). 
Religious instruction had previously been informal; the Act ensured 
that the more popular religions would have access to pupils '...during a 
period not exceeding one hour in each week on such day as the head teacher 
of that school appoints'. Raising the school leaving age simply brought 
Queensland into conformity with the rest of Australia, though this also 
recognized increased community expectations of secondary schools. Formal-
izing religious instruction and increasing the mandatory school age helped 
the influence of Fundamentalists. 
Important to this study"was the creation of the Board of Secondary 
School Studies by The^ Education Act of 1964. 
Immediately upon its creation the Board of Secondary School Studies 
assumed the responsibility for subjects which led to Junior and Senior 
Certificates. From 1964, five year courses were established '...which 
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encouraged students not destined for university to remain longer at second-
ary schools' (Archer, 1984:3). Gearing up new syllabuses took several years, 
however, between 1971 and 1978, seventy new syllabuses were written (Logan 
and Clark, 1984:8). 
As well as providing significant changes in education in Queensland, 
the mid-1960s introduced massive growth in the structural aspect of the 
Department of Education. This growth is shown in Figures 3.2 and 3.3. 
These two organizational structures reveal a dramatic increase in senior 
administrators over the period covered by this study. 
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Based on Education in Queensland, Department of Education, 1967. 
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Growth in the bureaucratic structure of the Department of Education in 
Queensland over the period 1966-1986 paralleled a growth in curriculum 
development within the secondary schools. According to Brady (1983:5), 
school-based curriculum development has its beginnings about the 'mid to 
late 1970s'. This represented an important shift from centralized control, 
favoured by the Fundamentalists, to regional and school determination, which 
is favoured by the New Class. The local organizational unit is being 
favoured by recent trends, and studies suggest these trends are yery 
popular (Brady, 1983:9). However, decentralized curriculum was not a 
reality at the beginning of the period under study. 
In a 1967 publication entitled Education in Queensland produced by the 
State Department of Education, the term 'curriculum' is not used in any of 
the eleven pages designed to explain educational provisions in Queensland. 
Instead the term 'course' is used. A narrow view of curriculum development 
was held which favoured the identification of content as paramount. 
An extract from this document (Education in Queensland, 1967:2) shows 
how limited were both the subject offerings and the means of assessment 
which had implications for pupils leaving school. 
There are five years of secondary schooling. The first 
year consists of a standard course in which students 
take English, a foreign language. Geography, Eistory and 
Civics, Mathematics, Science, Arts, Music, Physical 
Education, Religious Instruction, Homecraft or Manual 
Training, Group Activities, Sport. The small proportion 
of students who do not wish to include a foreign language 
do additional work in English, Mathematics and Science. 
In the second and subsequent years, students follow 
one of six courses. These courses are normally offered 
in all secondary schools. They are General (Academic), 
Technical, Commercial, Homecraft, Agricultural and 
Special courses. Each course consists of a core of 
obligatory subjects and two or three electives. 
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The Junior Examination is held at the end of the 
third year of secondary schooling and the Senior Exam-
ination at the end of the fifth year. The Junior Exam-
ination serves as a terminal eoxwrination for students 
completing their formal schooling and is the accepted 
educational qualification for entry to many forms of 
employment. The Senior Examination serves as the 
University Matriculation examination and also 
constitutes the necessary educational qualification for 
entry to non-University tertiary education courses. 
While mention is made of the History and Civics subject in the first 
year of study at high school, little information is provided about the 
nature of the courses from the second year onwards. In all of the courses 
listed, with the exception of the Academic course. Citizenship Education was 
one of the obligatory subjects at grades nine and ten. 
The restriction on subject offerings was challenged in the late 60s by 
concerned educators. H.E. Roberts, who was the Headmaster of the prestigious 
Church of England Grammar School, was moved to state that 
Schools should be given the freedom to frame their own 
courses, so that the goals of exciting students' 
imagination and stimulating their minds could be 
reached by more people. (Courier-Mail, 28-10-67). 
Another observer who was concerned with the control the University of 
Queensland had over assessment procedures commented 
It is desirable and proper that a university any 
university should determine the standards it desires 
of its students. It is neither fair nor reasonable 
that these standards should be demanded of the many 
students who do not intend to enter University. 
(Courier-Mail, 3-1-68). 
In 1969 the Queensland Cabinet established a committee chaired by 
Dr. W.C. Radford to examine and make recommendations about exam nation and 
assessment procedures at the systemic level in Queensland. Chief among the 
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recommendations in what came to be known as the Radford Report (1970) was 
that the Junior and Senior Examinations be abandoned in favour of internal 
assessment provided by the schools. 
In 1971 the Radford 'system' was implemented at the Year 10 level and 
extended to Year 12 by 1973. 
Changing a state-wide assessment system is significant in itself, but 
the implications for curriculum are of greater importance for this study. 
Along with the Radford system came the rise to prominence of the Board of 
Secondary School Studies (BSSS). One reason for the prominence of theBSSSis 
that it became the producer of the syllabuses for subjects known as 'Board 
Subjects'. Pupil achievements in Board Subjects plus the school's 
performance in the Australian Scholastic Aptitude Test determine the 
tertiary entrance (T.E.) scores for senior pupils. This relationship to 
T.E. scores gives the BSSS great prestige in the secondary education 
comnunity. 
Citizenship Education is not a subject used to determine a T.E, score. 
However, Citizenship Education syllabuses are still based on the pro forma 
requirements of the BSSS as well as carrying the increased subject status 
which comes with the BSSS endorsement. Thus, an understanding of the roles 
of the BSSS furthers an understanding of the Citizenship Education sylla-
buses. 
B. The Board of Secondary School Studies and Syllabuses in Queensland 
The BSSS has two main functions. One function directly influences 
curriculum while the other influences assessment. Together, these 
functions give the BSSS dominance over the high status Board Subjects. 
A submission from the BSSS to the Select Parliamentary Committee on 
Education (1978:2) clarified the position of the BSSS in relation to 
syllabuses and assessment. Two such relevant statements in the submission 
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leave no doubt about the centrality of the BSSS. The submission claimed 
that among the functions of the BSSS were 
To approve syllabuses for those subjects on Junior 
and Senior Certificates. 
and. 
To make such arrangements as are deemed necessary for 
the assessment of students for the award of Junior 
Certificates and of Senior Certificates. 
The enhanced role of a statutory body in providing syllabuses and 
assessment procedures was meant to counter the criticisms of syllabus 
construction and tertiary selection which led to the creation of the BSSS. 
In particular, the increase in curriculum development in the schools was 
one of the intended outcomes. Teachers and administrators within the 
schools did not, according to Campbell et al. (1976) feel an increase in 
their roles as curriculum developers. Campbell et al. (1976:22) note 
Examination of the syllabus documents shows that in 
many cases the schools have in fact a large measure 
of curriculum freedom, the syllabus sometimes giving 
no more than the most general guidelines. It may well 
be that the syllabus is conveyed more by the expectations 
of moderators or by sanctions on proposed courses of 
work when these are examined and discussed in moderation 
meetings. Whatever the process, the teachers (and 
administrators) perceive the Board as the really 
important influence. 
Reducing the influence over the construction of syllabuses has 
occurred by broadening the range of producers. The Curriculum Services 
Branch and the Division of Secondary Education provide foundation statements 
for non-BSSS courses intended to be school-based courses. Recently, and 
powerfully, the Report of the_ Select Committee on_ Education jH Queensland 
(1980) recognized and supported the concept of local initiatives in 
curriculum development, and even more recently (Department of Education, 
1984; Department of Education, 1985), considerations of P-10 structure 
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and curriculum policies will have great impact on the powerful position of 
the BSSS in terms of syllabus construction. 
In order to become a BSSS subject, the following procedures must take 
place before full implementation of a curriculum derived from the syllabus 
document. 
1. The syllabus is usually prepared by a subject committee or a 
group of teachers. However, the original proposal for a 
syllabus can be developed by any group or individual. The 
proposal may be done in conjunction with a Subject Advisory 
Commi ttee. 
2. The syllabus is presented to the BSSS. 
3. The BSSS refers the syllabus to the Curriculum Committee 
for examination and advice. 
4. Members of the Curriculum Committee examine the proposed 
syllabus and request the presence of certain members of the 
planning group if elaboration is needed. 
5. The Curriculum Committee returns the proposed syllabus to the 
BSSS with one of three recommendations: 
• a. The proposed syllabus should be returned to the planning 
group for more work on specified areas. 
b. The proposed syllabus should be approved for implementation 
at some later date. 
c. The proposed syllabus should be approved for trialling in 
selected secondary schools. 
6. After the Curriculum Committee is satisfied that the proposed 
syllabus should be taught in secondary schools, assistance is 
sought from volunteer schools for trialling. 
a. The Syllabus Advisory Committee (SAC) makes changes to the 
syllabus based on the evaluation of the trial. 
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b* The SAC sets the trial period before the trial starts 
(usually two years). 
c, Following satisfactory trials, the proposed syllabus is then 
piloted in selected secondary schools in various parts of 
the state. 
d. Prior to full implementation, in-service education is usually 
given to teachers in the subject area. The BSSS relies on 
other sponsoring bodies to provide in-service to teachers 
in the new teaching subject offered by the syllabus. 
One of the subjects which successfully went through this process in 
the first wave of subjects in 1966 was Citizenship Education. Citizenship 
Education was an extension into years nine and ten of what was known as 
History and Civics in year eight. 
BSSS and its authorized syllabuses represent the principle of 
centralization which can be explained in the Queensland context. As a 
relatively 'new' State there is not yet a tradition of confidence in public 
affairs. Dominant interests of political, economic or social sorts have 
proclaimed superiority and the result has been to infuse Queensland's 
history with authoritarian leadership. These manifestations have retarded 
moves from central control over curriculum to more local developments, 
particularly those associated with school-based curriculum development 
(SBCD). 
Some recent changes which suggest more regional and local curriculum 
development started in the year 1970 with the implementation of the 
'Radford Scheme'. An important feature of the Radford Scheme was that 
pupil achievement was assigned by the school and confirmed by regional 
'moderation' meetings of teachers. Local determination of achievement had 
the consequence of allowing a greater variety of syllabus interpretations. 
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This was a significant erosion of the influence over the state of ESSS 
syllabuses. 
The Radford Scheme was found to have major weaknesses (Campbell, 
et al., 1976; Fairbairnet al ., 1976). Consequently, the scheme was changed 
following A_ Review of School-Based Assessment in Queensland Secondary 
Schools (ROSBA, 1978). 
While ROSBA provides structural machinery, such as Review Panels, 
to ensure that schools comply with syllabus expectations, one of the most 
important contributions of ROSBA is that it shifts attention away from the 
T.E. score. The terse descriptions of achievement provided by ROSBA have 
caused schools to devise explanations of the five levels of achievement, 
but the lingering problem is that these levels give little insight into 
what the formula of Special Subject Assessments and school performance on 
the Australian Scholastic Aptitude Test will produce as T.E. scores for 
individual pupils. 
Radford and ROSBA represent reductions in the centralization of 
curriculum development in Queensland, though SBCD is still not a state-wide 
practice. The extreme of standardized curriculum is closely related to the 
ideology of the Fundamentalists as presented in this study as opposed to 
SBCD which is more related to New Class ideology. Shifts from centralized 
control of curriculum, however slight, are evidence of the emergent 
influence of the New Class. 
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C. Types of Citizenship Education 
Citizenship Education is not a separate secondary school subject in 
any Australian state or territory other than Queensland. A member of 
the Queensland delegation to a meeting of national social educators in the 
late 1960s at Burwood, Victoria, recollects that such a subject was viewed 
as yery parochial and 'yery Queensland'. (Taped interview with Barry 
Maranta, June, 1986), 
There are several reasons why such a view could be justified, and 
these reasons may also explain why Citizenship Education has a character-
istically low status among the other subjects in the curriculum (Alexander 
and Prideaux, 1984). Citizenship Education in Queensland is only offered 
in years nine and ten which means it is cut off from the prestige of being 
a 'senior' subject. Furthermore, Citizenship Education is usually offered 
to the lower achieving classes, usually taught by conscripts, and there is 
no tradition of teacher promotion due to high quality teaching of Citizen-
ship Education. These aspects distinguish Citizenship Education from other 
secondary school social subjects in Queensland. 
All of the social studies constitute citizenship education in the 
United States, according to Barth (1980:6) who says. 
Social studies is the integration of experience and 
knowledge conceming human relations for the purpose 
of citizenship education. 
Thus, in the American sense, citizenship education contains several subjects 
and has national goals. 
In Britain, the orientation is towards the study of politics which has 
caused these subjects to have ^lite status. Academic discipline has 
provided the framework. Porter (1981:185) points out that teachers of 
politics and government in England have become subject specialists teaching 
almost exclusively to the over 16 year age group in sixth form colleges 
and colleges of further education. What has consequently happened is that 
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teaching about social and political affairs in the lower school is placed 
with liberal studies and social studies and carries little prestige. 
Additional ways of framing citizenship education are canvassed by 
Alexander and Prideaux (1984:20-22). They claim citizenship education may 
be used to provide political literacy, general social studies, and civics. 
Political literacy refers to the basic knowledge needed by young people to 
engage in political life. In order to be realistic, according to Crick and 
Porter (1978:1), the concept of 'conflict' must be included in political 
literacy studies. General social studies as citizenship education follows 
the model where teachers of the social subjects should ask what their 
subject has to contribute to citizenship education (Shaver, 1977:302). 
Finally, citizenship education as civics is the form where little challenge 
is made to existing structures and functions of social and political life. 
Alexander and Prideaux (1984:20-21) maintain that the Citizenship Education 
subject in Queensland is of the civics variety because of the descriptive 
approach which is '...mostly uncritical and does not allow students to 
evaluate government policy'. 
The subject of Citizenship Education in Queensland has been the result 
of many pressures exerted on the Education Department of Queensland and 
subsequently the Board of Secondary School Studies. Fundamentalists and 
the New Class in Queensland are social groups which constitute two such 
pressures. They will be elaborated in the next sections. 
t» The New Class in Queensland 
The New Class was presented in Chapter Two as a social construct 
consisting of 'mental workers', most of whom are closely associated with 
bureaucracy and technology. Such a construct is proposed as a major 
social consequence of the growth of technology with implications for many 
other facets of society. 
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In this study, the most important implication under question is the 
impact of the New Class on curriculum over the period 1966-1986. Such an 
impact assumes the existence of the New Class as a social stratum in 
Queensland. This assumption may be supported with information regarding 
the changing occupations of the Queensland workforce. 
Two important inferences may be drawn from Figures 3.5, 3.6 and 3.7. 
First, the percentage of Queenslanders directly involved with primary 
production has been steadily falling. Second, the tertiary and information 
sectors of the Queensland economy have been steadily growing. 
The increase of information industries is strongly linked with 
technology as well as the ideological orientations of the New Class which 
were described earlier. In a report commissioned by the Department of 
Industry Development (Strategies Pty. Ltd., 1985;Vol.I:123), the information 
sector was said to consist of the following industries: (widely defined) 
Communications 
Finance, property and business services 
Public administration 
Education, museum and library services 
Welfare and religious institutions 
Other community services 
Entertainment and recreational services 
Printing and allied industries 
Photographic, professional and scientific equipment 
Inks 
Radio and T.V. receivers; audio equipment 
Electronic equipment 
Electrical and telephone cable and wire 
Signs and advertising displays 
Writing and marking equipment 
Photographic equipment 
Books and paper products 
Music stores 
Booksellers, newsagents and stationers 
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These industries are said to constitute the widely-defined information 
sector, which is theoretically populated by the New Class. This sector 
is the most closely affiliated with bureaucracy and technology. The growth 
of this sector can be seen by contrasting Figure 3.5, which shows the 
Queensland labour force involved with the information sector in 1966, with 
Figure 3.6, which shows the Queensland labour force involved with the 
information sector in 1981 (latest available census figures). 
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(From Strategies Pty, Ltd., 1985; vol.2:unpaginated) 
Several dramatic shifts are revealed by these comparisons. The rural 
sector has declined in the numbers of people directly involved, while the 
information sector concerned with rural industries has risen slightly. 
Manufacturing industries have increased slightly with the number of 
employees, while the information sector associated with manufacturing has 
increased by almost fifty per cent. The most significant redeployment of 
the labour force, however, can be seen in the vertical displays of the 
labour force. In 1966, 29% of the labour force was in primary and 
manufacturing industries, while in 1981, only 20% were involved in primary 
industry. The latter figure would be even lower had not a boom period for 
the mining companies in Queensland been taking place in 1981. 
The occupational movements during the period of this study can also 
be shown by contrasting the total Queensland labour force for the same 
years. The information sector is more illustrative of the changes but 
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the overall movement also verifies that movement away from the primary and 
manufacturing sector was taking place in favour of the tertiary and 
information sectors. 
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Figure 3.7 
(Based on Strategies Pty. Ltd., 1985; vol .2:unpaginated) 
The growth of the importance of technology and the subsequent 
ramifications for Queensland society have not gone unnoticed by the 
Queensland Premier's Department. Reports commissioned by the Premier's 
Department have had titles such as Towards a Strategy for Technological 
Development vf}_ Queensland (1983), The_ Role of Research/Technology Parks i_n 
Queensland's Technological Development: A Discussion Paper (1984a), and A 
Centre for Entrepreneurial Development and Innovation Management for 
Queensland (1984b). These reports indicate an awareness of the importance 






























curricular impact of the same changes is of central importance to this 
study. 
Complementing the changes in the work force in Queensland has been 
the growth of tertiary education. Knowledge is the cultural capital of 
the New Class, and the high status knowledge associated with the New Class 
is provided by the Colleges of Advanced Education, the Queensland Institute 
of Technology end the Universities. 






















(Figures are drawn from Statistics 1986, University of Queensland: St. Lucia, 
September, p.172.) 
. Figure 3.8 
Awards conferred by the Univers i ty of Queensland, by far the largest 
University in Queensland, have more than doubled during the period of t h i s 





























































(Enrolments are drawn from the Queensland Year Book for the years 1969, 
1972, 1975, 1980 and 1986.) 
Figure 3.9 
The non-universi ty sector consists of the various colleges and 
inst i tutes of technology in Queensland. Their student populations have 
increased over ten- fo ld during the twenty years encompassed by th is study. 
This is shown in Figure 3.9. 
Applicants Seeking Places in Quota Entry 
1979 1983 1986 
20,000 applicants 26,000 applicants 34,000 applicants 
(These f igures are drawn from the Queensland Ter t ia ry Admissions Centre 
Reports for the years 1979, 1983, 1986.) 
Figure 3.10 
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The demands made on the thirteen tertiary institutions became so 
great by the mid-1970s that a clearinghouse was devised. The Queensland 
Tertiary Admission Centre (QTAC) now processes and places applicants 
according to the applicants' choices and eligibility as determined by the 
Tertiary Entrance Score. The rise in applicants has been dramatic as 
shown by Figure 3.11. 
CHANGING DEPARTMENTAL ENROLMENTS AT THE UNIVERSITY OF QUEENSLAND 
1960 1986 
Agricultural 
Science 5.4% 2.4% 
Veterinary 
Science 5.4% 3.2% 
Commerce and 
Economics 4.2% 10.1% 
Education 2.1% 4.9% 
* Shown as percentages of total University enrolments 
(These figures were drawn from Statistics 1986, p.134.) 
Figure 3.11 
Shifts in demands for knowledge provide evidence of the descending 
and ascending influence of the two social groups featured in this study. 
Agricultural and Veterinary Science are strongly linked with the rural 
environment of the Fundamentalists, while Commerce, Economics and Education 
are knowledge areas prized by the New Class. The changing composition of 
the student population at the University of Queensland responds to the 
changing imporrance assigned to these areas of knowledge by the broader 
society in Queensland. Figure 3.11 shows such shifts "in four relevant 
Departments at the University of Queensland. 
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3, Fundamentalists and the New Class in Queensland 
While the competition rarely reaches the level of public awareness, a 
major contention of this study is that the Fundamentalists and the New Class 
have been pursuing their oppositional projects for education in Queensland 
for several decades. Fundamentalists have won some important victories in 
Queensland recently, and these have been widely publicised (Smith and 
Knight, 1978 and 1981; Scott and Scott, 1980). The Queensland Cabinet's 
banning of SEMP and MACOS, prohibiting sex education or even peace studies 
in the curriculum, and casting doubts over the critical approach to teaching 
about the social world in subjects such as Study of Society and Citizenship 
Education, are some of these. These issues were contested vocally and 
publicly while curriculum gains by the New Class proceeded quietly with 
practically no opposition. New Class orientations to techno-scientific 
advancement in a materialist society have caused school subjects such as 
computer studies or computer awareness to gain muted acceptance. Likewise, 
more conventional subjects such as physics, mathematics and chemistry have 
aligned themselves through their contents to accommodate New Class require-
ments. 
Recognition of New Class inroads into secondary schooling was offered 
by the Acting Director of Secondary Education in Queensland (January, 1984) 
in a Newsletter called 'Secondary Perspectives' which was sent to all 
secondary teachers in Queensland. The Acting Director claims teachers must 
respond to technology as the third revolution. 
The first revolution brought to an end hunting and 
gathering over much of the world replacing them by 
agriculture. The second or Industrial Revolution 
began in Europe in the late 18th century and right 
now the world's third technological revolution is 
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upon us dramatically changing work, skills, economic 
and social opportunities and lifestyles. 
In reality technology is about people, not 
gadgetry... this is why teachers are so important, and 
why what our schools provide for students is our 
constant challenge, making exacting yet exciting 
demands on our skills. 
Such a declaration by a senior Queensland educational administrator 
poses a threat to the Fundamentalist values which have framed Queensland 
education. The impact may not have been fully appreciated. Shifting the 
emphases of schooling away from Fundamentalist values such as Christianity, 
tradition and a hierarchically ordered society towards technology will 
serve to benefit those members of society whose interests are linked with 
technology. 
Some of the curriculum and pedagogic differences characterizing the 
Fundamentalists and the New Class will now be re-cast in order to evaluate 
the increasing advantage accruing to the New Class in Queensland. This 
will be offered under the four major ideological bases of the two social 
groups. 
A. Ideological Bases 
The distinctive beliefs of an ideological structure contribute to an 
understanding of the ideology itself. The features of the ideology may 
be so much a part of everyday life that they are overlooked. This follows 
from Polantzas (1975:206-207) who does not accept that ideology is false 
consciousness. Rather, he says that 'ideology is present to such an 
extent...that it becomes indistinguishable from their lived experiences'. 
The lived experiences referred to by Polantzas are synonymous with what is 
called here 'ideological bases'. These ideological bases provide security 
for members as well as serving as identification features of the 
Fundamentalists and the New Class. 
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The oppositional nature of the ideological bases of the two social 
groups is illustrated in Figure 3.8. Though this figure is an exaggeration 
of the antipathy between the two groups, it can be used to explore the 
dialectical nature of the two groups in terms of their respective views on 
society and how curricula in Queensland should reflect these views. Each 
base is an area of contestation with the New Class seeking to displace the 
historical dominance of the Fundamentalists in Queensland. Each opposit- , 
ional base will be elaborated. 
CONSTELLATION OF OPPOSING IDEOLOGICAL BASES 
OF THE QUEENSLAND FUNDAMENTALISTS 
AND THE NEW CLASS 
Figure 3.12 
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Rural vs Urban 
The rural dominance of Queensland and a unique brand of conservatism, 
according to Lewis (1978:142), can be attributed to four main developments 
in Queensland: regionalism, primary production, branch office commerce, 
and the power of monopolies. Added together, these four developments have 
caused many Queenslanders, as well as the outside world, to see Queensland 
as different from the rest of Australia. 
The action-reaction rule of the physical world has its counterpart in 
the social world as well. Branch office commerce and the concurrent 
influence of powerful monopolies caused the retreat of the locus of power 
in Queensland to the rural sector designated by Lewis (1978) as state 
regions and primary production. 
Branch office commerce and the persuasive power of monopolistic 
capital did not originate in Queensland. Both phenomena have been success-
fully practised in other places where the technique enabled those in control 
to reside elsewhere by establishing subordinate personnel locally. This 
had been done in previous colonial times, and as colonialism declined in 
popular favour newer versions were used as replacements. A widespread 
resentment towards boards of directors outside Queensland has been 
generalized further to include a population outside Queensland because of 
the lack of faith expressed in Queensland by Australia's major companies. 
In spite of the Premier's repeated claim that Queensland is a wonderful 
place for free enterprise, only two major Australian companies have their 
head offices in Queensland, Utah and MIM, both of which only recently 
attained majority Australian ownership (Courier-Mail, 24 May 1986). 
As a consequence of being shunned by those who are being courted, 
Queensland has developed an identity based on two of its own creations, 
f'egionalism and primary production. And those who believe in these two 
facets of importance to Queensland are amply rewarded. Regionalism is 
often the motivating influence in Queensland politics and agrarianism has 
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been the justification. Rural interests, supported by National Party 
representation in Queensland Parliament have received yery favourable 
treatment. The strong connection between the rural sector and the control 
of the Queensland Government by the National Party has been effected by 
reducing the number of electors in sparsely settled electorates (McDonald, 
1976:42). Parochial thinking of the regional character and the values of 
the primary production sector have thereby been empaneled in the State 
Government of Queensland. Many practices of the State Government, there-
fore, emanate from and reflect the sectional and agrarian interests of 
Queensland. 
With demographic shifts from the rural to the urban areas many other 
shifts are likely to follow. Hoogvelt (1976:11) maintains that with 
quantitative growth of social life there occurs a qualitative change in the 
forms of social life. In the Queensland context, quantitative growth can 
just as well mean 'technological progress' as well as more material 
accumulation. The security of distance which allowed many Fundamentalist 
strongholds to develop in rural Queensland allowed Fundamentalist notions 
of a simple life being the best life to remain unchallenged. Modern 
transportation and particularly the mass media, have produced ideas to 
threaten those ideas identified with rural dwellers and while the outcome 
is probably predictable, pockets of resistance can still be found in 
remote rural areas of Queensland. 
Being semi-isolated has allowed rural dwellers to develop personal-
ities and cultures traceable to their lack of frequent contacts outside 
their inmediate social environments (Bertrand, 1958:27). Only within the 
last three decades has urbanism and its population been an important part 
of the consciousness of those in rural areas. Television, motion pictures, 
and a more mobile rural sector have caused an impact on rural people in 
Queensland by broadening the ideational scheme by which they live. The 
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consequences have been that more people, particularly young people, are 
coming to the towns and the cities. This argues poorly for the position 
of power occupied by non-urban dwellers. 'The exodus of people from rural 
areas is seen generally as the most obvious symptom of decline' (Bunce, 
1982:10). Such an exodus has the effect of weakening the power base 
associated with the remaining rural dwellers. 
While living in an urban area is not essential for members of the 
New Class, cities are typically where the New Class members are to be 
found. Intellectuals, technocrats and bureaucrats tend to work in urban 
centres, and 'work' is the key to New Class membership (Gouldner, 1979:20). 
In Queensland the static, or reduced, populations of country towns are in 
vivid contrast to the growth of the urban centres. For example, the home 
town of the Queensland Premier has remained around 5000 people from 1966 
to 1983 (Queensland Year Book, 1983:108). Brisbane, on the other hand, now 
accounts for half the population of Queensland, with seventy per cent of 
the population growth concentrated in the south-eastern area (Day and 
Higgins, 1985:27). 
If urban centres are the best environments for the New Class, 
population developments in Queensland favour the New Class, 
Past vs Future 
The chronological base distinguishes the Fundamentalistsfrom the New 
Class, with the Fundamentalists looking forward to yesterday and the New 
Class preparing for tomorrow. The three characteristics identified with 
Queensland Fundamentalists all have strong, links with the past as well as 
some affiliated traditions. The place of the British monarchy and religious 
reactionism in Fundamentalist thinking is obvious, though the economic 
arrangements from primary production are not readily seen as traditional, 
nor would the 'Queensland System', with its control over the production and 
sale of primary products, seem like free enterprise. The reason for the 
116. 
existence of a scheme of agrarian socialism is that it is the creation of 
a Labor Government which created the 'Primary Producers' Organization and 
Marketing Act' in 1926 (Queensland Year Book, 1983:336). The many ensuing 
years until a National Party (then Country Party) took over established 
a Queensland 'way' of doing things. Even now, many of the most anti-
socialist elementsof the Fundamentalists fail to consider the state 
controlled primary production as anything but harmonious with free enter-
prise, though it would be hard to see it as anything but a socialist scheme 
as described by the Queensland Year Book, 1983. 
The chief functions of each board are to arrange the 
sale of the commodity and the pooling of receipts, which 
may vary widely per unit over place and time depending 
on whether the sales are local, Australian, or overseas. 
All Growers are required to market their produce through 
the relevant boards. 
The Queensland System, or something like it, has existed since shortly 
after World War One; this puts the scheme within the Queensland status quo 
in spite of the anomalous socialistic flavour. It remains an important 
symbol of the ties between rural folk and the National Party. With seventy-
three per cent of Queensland being leased out by the Government for pastoral, 
mineral and other associated purposes (Queensland Year Book, 1983:1), it is 
at least pragmatic that the rural population should view the National Party 
in Government as its benefactor. Such a view typifies the simple logic in 
much of Fundamentalist thought. 
The Fundamentalists' preoccupation with the past is not limited to the 
Queensland context. Liebmen and Wuthnow (1983) cite Fundamentalist 
direction from the past numerous times, particularly on matters of morality. 
Hinmelstein (1983:16-17) notes that social traditionalism characterises 
the American 'New Right' with emphases on concerns such as the breakdown of 
the family, community, religion, and traditional morality in America. Such 
a social traditionalism with its allied concerns equally typifies those 
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identified with Queensland Fundamentalists. The solutions to the concerns 
expressed by Fundamentalists, regardless of their notional context, are to 
be found in the past. 
The future orientations of the New Class are implicit in its designa-
tion. By the work of its members—mainly knowledge workers—the New 
Class acts in pursuit of progress; not just progress in the materials 
production sphere, but progress in the social sphere as well. Hunter (1983: 
161) goes so far as to claim that the New Class is 'legitimated by an 
ideology of political reformism'. 
Conflict between the Fundamentalists and the New Class with regard to 
the ideological base of past or future is just emerging in Queensland 
though counterparts in America have sensed the dangers. According to 
Simpson (1983:194), aspects of modernity are being recognised as threats to 
Fundamentalists' thinking, and this is shown by the increasing desire among 
Fundamentalists to return to the 'old time religion'. In Queensland this 
would be embellished with a return as well to the unchallenged goodness of 
a social order patterned after the British monarchy and a rural-dominated 
economy. 
Family/Church vs Professionalism 
The Fundamentalists prize their involvement with the family/church 
couplet very highly while professionalism is a major objective of the New 
Class members. Though fearful of developments in the outside world. 
Fundamentalist thinking sees the family and the church as anchors for 
morality in an otherwise troubled world. A fierce Fundamentalist campaigner 
in Queensland is Mrs Rona Joyner, who acts as a statewide watchdog over 
declining morality, '...with a determination to protect Queensland's school 
children from the anti-Christian, anti-family, socialist-humanist class 
active within the Education Department' (National Times, 6-11 March, 1978). 
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In a study of the New American Right, Shupe and Stacey (1983:107-108) 
found that there were four major concerns with public schooling: the 
neglect of biblical creation theory as an acceptable alternative; the 
absence of prayer in the school day; opposition to sex education as part 
of the curriculum,andi teaching evolutionary theory as scientific fact. 
Knight (1985) has connected many of these same concerns with Queensland 
Fundamentalists. 
The rigid morality which has been associated with Queensland for many 
decades, particularly that which has been associated with family stability 
has moved further from reality. For example, during the period of this 
study divorces have increased over six-fold. In 1966, there were only 1083 
divorces in Queensland, while in 1981 there were 6121 divorces (Queensland 
Year Book, 1983:431). The population during this period had only increased 
from 1,687,100 in 1966 to 2,386,300 in 1981. Equally telling is that in 
1981 over twenty per cent of persons marrying were divorcees, while ten 
years previously, in 1971, divorcees were only six per cent of those being 
married. The family may still be a strong social unit in Queensland, but 
these figures show it is not as permanent as it was. 
Schooling and most other forms of contemporary education, are made for 
the New Class. Professionalism according to Gouldner (1979:19), is one of 
the public ideologies of the New Class and it is derived from its relation-
ship to public schooling. The very secular knowledge which is viewed with 
suspicion by the Fundamentalists fuels the reproduction of the New Class. 
Knowledge which is legitimated by its status as educational knowledge is 
the means by which the New Class gains ascendancy. Gouldner (1979:19) 
sees the New Class acquisition of knowledge as a vehicle for the dispossess-
ion of the old class. In this study it is claimed that the further control 
of school knowledge by the New Class will also work towards reducing the 
Fundamentalists' influence in Queensland. The implication is that being a 
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'family person' or a 'church member' is being replaced by the desired status 
of being a professional. 
This is not meant to suggest that being a professional will replace 
altogether the importance of family and church; quite clearly it will not. 
But as school knowledge with its selection tendencies displaces traditional 
reliance on the family and church, professionalism as an identity, will fill 
the vacuum left by the reduced roles of family and church. 
Conformity vs Individuality 
There is a strong element of conformity in the claim that Queenslanders 
are different. The conformity is to the Queensland stereotype rather than 
conformity to other collective models to be found outside Queensland. 
Fitzgerald (1984:250-252) cites a few differences which may also account 
for much of the conformity as well. 
First, Queensland has a higher proportion of population in rural areas 
than any other state. Associated with this is that the rural population is 
more widely dispersed than in any other state. 
Second, a greater proportion of Queensland's workers are engaged in 
rural industries than the national mean. As well, a smaller proportion is 
involved in manufacturing industries. 
Third, there are fewer working wives and fewer migrants than would be 
expected in other states. A Federal Employment and Industrial Relations 
Department (13 June 1986) paper reported that Queensland had the lowest 
number of women in the workforce than any other state or territory except 
Tasmania. 
Fourth, the level of educational attainment is yery low in Queensland 
compared with the other states and territories. 
Fitzgerald (1984:252) goes on to claim that numerous state leaders have 
used the 'difference' theme to great advantage. The notion of difference 
has been successfully used by the longest-serving Queensland Premier, 
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Sir Joh Bjelke-Petersen, to cause many Queenslanders to 'conform to the 
difference'. 
The four points advanced by Fitzgerald (1984:250-252) are strongly 
identified with Queensland Fundamentalists. Similar traits have been seen 
in Fundamentalists elsewhere. 
The Fundamentalist tendency to reduce even the most complex issues to 
the level of simplicity has the effect on its members of causing conformity. 
Fundamentalists are basically suspicious of the pluralistic choice of 
attitudes, values and behaviors available in modern society, and their fears 
have been translated by their members into compliance with the group. 
Campbell (1978:13) maintains that the League of Rights, an Australian 
conservative organisation heavily populated with Fundamentalists, has turned 
the outside world into the 'enemy' founded on what Campbell calls the 
'politics of anxiety'. Those who do not conform to the narrow precepts of 
the League or other Fundamentalist groups are not made welcome within the 
confines. You must be either with the group or you are presumed to be 
against the group. Such is the reaction of Fundamentalism to an increasing-
ly complex world, that nobody intending to be a member dares to question 
the simplicity of the Fundamentalist views. Commonsense or religious faith 
are sufficient to justify the uncomplicated answers to complicated questions 
(O'Neill, 1981:150); as well, 'traditional values of decency and morality' 
(Liebman and Wuthnow, 1983:3) are not such wide choices that differences 
will occur. In fact, the very narrowness of choices ensures conformity. 
As Harriott and Hodgkins (1973:92-93) point out, ideology and values in 
traditional environments are more locally attuned. Thus, the smaller the 
community for which values and behaviours are embedded,the smaller the range 
i'rom which to choose. As the outside world imposes or infuses modernity on 
the traditional setting, a greater choice is offered and conformity is 
rendered less important. 
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The growth of the New Class in Queensland can be seen in the propor-
tional increase in 'mental workers'. This growth was shown in Figures 3.5 
and 3.6. Beyond these data, theoretical writings support the importance of 
individuality to the New Class whether in Queensland or elsewhere. 
Individuality, as a concept cherished by liberal ideology, can be seen 
readily in Queensland in its economic form. There is free enterprise even 
though the rhetoric is greater than the practice. The Premier of 
Queensland has said, 'Don't think of Australia, think of Queensland, the 
free enterprise capital of the nation' (The Age, 2 June 1982). 
It is the social form of individuality which distinguishes the New 
Class, and this runs contrary to the conformist traditions embedded in 
Queensland society (Head, 1986:122). Because the members of the New Class 
tend to avoid public politics, their existence is left to be inferred from 
various events and other evidence. Movement away from accepting authority, 
for example, implies the reduction of conformity in exchange for something 
else. The 'something else' in this case is the individuality associated 
with the ideology of the New Class. 
Individuality is still expressed in the numerous protests which take 
place in Queensland, especially in Brisbane. Anti-Vietnam involvement, 
anti-nuclear warships, anti-apartheid, and more recently, peace rallies, 
are all contrary to the conformist Queensland ethos, which is aided by the 
conservative media (Fitzgerald, 1984:574). 
Conformity in varying degrees is characteristic of all groups, but 
conformity for moral reasons is not an imperative within the New Class. 
Rather the New Class project, stated by a term from Tapper and Salter (1978: 
199), is to 'legitimate inequality'. The New Class wishes to establish its 
supremacy over other groups and this cannot be done through conforming to 
established channels. The New Class contains an egocentrism which argues 
that its members are under-recognised. To compensate for this perceived 
injustice the New Class has removed itself from many conventional pressures 
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towards conformity through the 'culture of critical discourse' (CCD) 
(Gouldner, 1979). It may be argued that the culture of critical discourse 
produces another type of conformity, but it is not a conformity imposed by 
authority nor does it carry moral strictures. 
The CCD is both the synthesis and the expression of the cultural 
capital held by the New Class and it not only enables but compels the 
questioning of the status quo. The CCD is relatively 'situation free', 
that is, freer from parochial restrictions than the discourse engaged in by 
Fundamentalists, and is more oriented towards the process and contents of 
debate than the authority of the speaker (Gouldner, 1979:28). Authority, as 
well as prescribed assumptions in society, are often the problematic of the 
New Class when asserting itself against opponents. Commitment determined by 
'authority' such as political, economic or social leaders has little 
support from New Class members who feel their understandings must be based 
on their reflections and ability to decide in light of those reflections. 
Gouldner (1979:33) maintains that an important feature of the New Class is 
their pride in their own 'autonomy'. 
The implicit rejection of the Queensland Government's 'authority', 
though the subtle use of the CCD by a University of Queensland academic, 
Alan Duhs, was demonstrated in a newspaper article concerning the Queensland 
economy. Duhs (Courier-Mail, June 21, 1986) said 
Indeed, concem has been expressed that there may be 
an emerging tension between the political tactics which 
have served the Queensland Govemment so well and the 
tactics necessary for economic prosperity. The issue 
is one of conflict 'versus co-operation, and whether the 
summitry and consensus approach which appears to have 
brought some gains to the Federal Govemment have been 
too far absent from the Queensland scene. 
Such questioning language is typical of the CCD. It also shows that when 
the pressure is on, the New Class looks to its own members for solutions. 
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The ideological bases of the Fundamentalists and the New Class serve to 
show where their respective value positions are anchored. These values 
positions are expressed through public channels, one of which is the 
curriculum of schools. 
Current thinking is that ideology is impotent unless it has a political 
expression (Donald and Hall, 1986). That is, without the means to apply an 
ideology on a scale beyond the generating group, it has little large scale 
importance. 
In the cases of the Fundamentalists and the New Class, the same venue 
for broader application is available to both. Given the centralized nature 
of the Queensland Education Department, entry of ideologies at the senior 
officer level of the Department, or even at the political level through 
Ministers, is most appropriate. This view is strengthened by the statements 
of a former Deputy-Director of Education in Queensland, Mr. W.L. Hamilton 
Courier-Mail, September 13, 1978), who said 
I do not support the trend in some other education 
systems towards so-called school-based curriculum 
development. 
I believe that most Queensland teachers would 
agree with me that they have neither the time nor 
the resources to be responsible for their own curriculum. 
Clearly, at least in Queensland, the most powerful allies for social 
groups wishing to influence curriculum development are not to be found in 
the classrooms, but rather at the policy and executive level. This requires 
a description of how the Queensland Government is involved in the curriculum 
process. 
B. The Queensland Cabinet and Curriculum 
No explanation of curriculum development in Queensland would be 
plausible without theorizing the role of the state. It was argued in 
Chapter Two that the major contestants for access to the contents and 
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pedagogy in Queensland schools are the Fundamentalists and the New Class, 
and it was further argued that the access to the processes are encouraged 
and sanctioned by many tenets of liberalism. It has also been shown that 
the educational missions of the Fundamentalists and the New Class differ 
in many significant ways. This accounts for the contestation, but it does 
hot fully account for the results as they are displayed in curricular 
materials. Such an explanation requires an analysis of the involvement of 
the Queensland Cabinet in education. 
Political involvement in curriculum by the Queensland Government 
reached its zenith during what Smith and Knight (1982:226) have called the 
'Great Education Debate'. This period was in the latter half of the 1970s 
and it demonstrated the ability of Fundamentalist groups in Queensland, ably 
supported by the Queensland Cabinet, to shut down educational programs or 
the use of materials which ran contrary to Fundamentalist thinking. These 
victories came at a time when the Fundamentalists in Queensland were visibly 
linked with the Queensland Government, when the Fundamentalists' profile 
was high, and before the serious emergence of the New Class claim on domin-
ance. The victories over those progressives wanting SEMP and MACOS in 
schools reinforced what Knight (1984:23) says about Fundamentalism. 
...fundamentalism is essentially a conservative and 
reactionary force which attends to certain super-
structural aspects of contemporary society which it 
seeks to reform, rather than to those social and 
economic features which shape an unequal and inhumane 
society. Hence its intentions are inherently anti-
thetical to those of progressive movements in society. 
How will policy makers, curriculum constructors and 
teachers cope with this mutual exclusivity? 
The defeats of the SEMP and MACOS supporters let Queenslanders know 
whose side the Queensland Cabinet was on at the time. Additionally, 
professional educators under the authority of the State Minister for 
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Education are required to comply with the Cabinet's wishes. During the 
Great Education Debate in Queensland, the Premier was singled out as 
the one who directed decisions. As reported in the Courier-Mail (February 
23, 1978), the Minister for Education made the relatively soft statement 
that SEMP was out of date and 'irrelevant to Queensland', while the same 
report has the Premier saying that someone in the Education Department 
did not seem to know what the Government wanted children to be taught. 
More specifically, the Premier said, 'Educators will get the message 
that we will only allow wholesome, decent, practical materials in schools'. 
Though the SEMP and MACOS debates are over, their legacies have been 
felt in subsequent encounters with Fundamentalists having the patronage 
of the Queensland Cabinet (Scott and Scott, 1980). More recent confronta-
tions between Fundamentalists and those promoting progressive educational 
reform have resulted in compromises. Such has been the case in controver-
sies surrounding the poorly defined notion of 'multiculturalism' in 
education and the provision for some form of sex education in Queensland 
schools. In each case there has not been outright rejection, as the 
Fundamentalists would prefer, but rather both initiatives have entered 
schools in Queensland, albeit in a modified form from that posed by the 
progressives. Multiculturalism has been introduced to curricula through a 
device known as 'infusion' into all the conventional social subjects. Sex 
education, or the scaled down version 'Out of School Hours Personal Develop-
ment Programs', is currently being trialled in a number of schools. These 
two compromises may be signaling a decline of Fundamentalist influence over 
the Queensland Government, a declining influence which is being replaced by 
New Class influence. 
Though the Queensland Government, and specifically the Queensland 
Cabinet, have been the embodiment of the Fundamentalists' will, the erosion 
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of their influence is predictable. Modernity, technology, and bureaucracy 
are near impossible to contain, particularly by a Government in such a small 
State as Queensland when contrasted against the events and directions in 
the rest of the world's countries. Queensland has a reputation of being 
slow to respond. Even as far back as 1898 when Queensland was contemplating 
its own separate commonwealth, other colonies were meeting to form the 
Comnonwealth of Australia (Murphy and Joyce, 1978:2). However, larger 
events ultimately shape Queensland. The New Class has been an important 
element in world developments, and even the support of the Queensland 
Government for Fundamentalist ideology may not be enough to shield it from 
the onslaught being led by the New Class. 
Signs of a weakening relationship between the National Party Government 
and the Fundamentalists are developing. One of these signs may be the new 
interest shown by the National Party in urban seats. While it may be slight 
and possibly transient evidence, the National Party won its greatest number 
of urban seats ever in 1986, the last state election. A continued 
flirtation by the National Party with urbanity and modernity may lead to a 
further reduction of the Fundamentalists' favoured relationship with the 
Queensland Government. 
Winning five metropolitan seats and increasing its primary vote in the 
1983 election gave the National Party encouragement, but it should not be 
concluded that the National Party has become urban in its focus. While 
there are in 1986 two Ministers in the Cabinet from metropolitan seats, 
one is a defector from the Liberal Party after winning his seat as a 
Liberal. The other sixteen Cabinet Ministers come from non-metropolitan 
electorates. The 1983 election did show signs of a changing image for the 
National Party, however, which cannot be ignored. For example, of the 
five metropolitan seats WOJI, two were won by school teachers and two were 
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thinking have caused the National Party to remove itself from parliamentary 
scrutiny via conventional versions of 'Question Time', and a shroud of 
secrecy usually surrounds most of the Cabinet activities. 
A case in point where the Cabinet has gone beyond its legitimate role, 
but is yet beyond public accountability is the case of political patronage. 
Smith, P. (1982:42-43) relates that both the State Services Union and the 
Professional Officers' Association have complained that the Bjelke-Petersen 
administration has successfully filled many high ranking positions with 
National Party jpporters. As evidence, the POA cite that one third of the 
senior positions are filled by 'acting officers', a status which carries no 
right of appeal by other contenders for the offices. Most telling, however, 
is that these 'acting officers' are appointed by the State Cabinet. 
It must be conceded that all governments affect the destiny of the 
societies they govern by way of their policies, but it must further be said 
that the Queensland Government goes considerably beyond the role of 
formulating policy. Much of the day of professional curriculum officers and 
research officers attached to the Queensland Education Department is spent 
reacting and responding to what are called 'Ministerial'. These tasks often 
require professional educators in the form of curriculum officers, research 
officers, or some other former classroom teacher to act on behalf of a 
politician in a way outside the training of the educator. Furthermore, 
educators find themselves in the practice of acting politically on behalf 
of Ministers by shaping curriculum in accordance with Cabinet policy. This, 
in turn, may mean that curriculum professionals must exercise their duties 
with exaggerated sensitivity t-o Cabinet policy. The infusion of Cabinet 
policy, therefore, minimizes much of what would otherwise be the products of 
the professionals. While the Queensland Cabinet Ministers are more 
intrusive than their counterparts in other States, their involvement is 
still far from comprehensive. A great deal of conditional freedom still 
i^ esides with the curriculum professionals. This is because, as Smith, P. 
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won by media personalities. Neither the teachers nor the high profile media 
performers had previously been identified with the National Party. 
The shifts in the Queensland Government's composition are of interest 
in terms of future developments, but for the moment no one doubts that the 
Queensland Government is effectively the Cabinet. Recognition of the 
Cabinet's power outside the arena of the Queensland Parliament was noted 
earlier in the cases of SEMP and MACOS bans, imposed when Parliament was not 
even sitting. Likewise, a critic of the proposed bridge linking Stradbroke 
Island with the mainland said 'My God, it's so ridiculous. Cabinet is 
organising this—don't you say the Government. Parliament hasn't had a 
say' (Courier-Mail, 10 October, 1984). Few observers would attribute much 
power to the Queensland Parliament; it met only fourteen days in 1983. On 
the other hand, the power of the Cabinet is remarkable even in light of the 
exaggerations often made about Queensland. 
The day-to-day activities in the Queensland Parliament have become so 
unimportant that the Premier of Queensland has explicitly rejected the 
supremacy of Parliament over the Cabinet (Wells, 1979:60). Also, and 
equally contrary to any interpretation of the Westminster System, are the 
actions in Parliament of the then Speaker in 1983, who said it was his duty 
to serve the interests of the Government, as opposed to the interests of the 
Parliament implicit in the Westminster model. This was complemented by the 
observation from Coaldrake (1984:87) that '...there was yery little 
indication that (the Speaker) fully understood the nature of his office'. 
To complement the unconventional Parliament in Queensland, there is the 
Cabinet. Theoretically, the Cabinet is no more than a delegation of the 
Parliament which is ultimately responsible to the Parliament. 'What 
distinguishes Queensland is her apparent lack of concern for the fate of the 
Parliamentary institution (Coaldrake, 1980:121). The same fears of exposure 
to the criticism of the outside world which typify much of the Fundamentalist 
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(1982:45) points out. Ministers have a closer involvement with their 
Departments than in other states with decision-making processes such that 
Ministers are often needed for confirmation. Integrated policy making 
devised and policed by the Bjelke-Petersen Cabinet is the result, and it is 
also the key to understanding practically all State-led public activity, 
not the least of which is curriculum development in the schools. 
The foregoing discussion raises two crucial issues which must be set in 
the Queensland context. 
The first issue is that the State of Queensland does not fit into 
either of the major traditions used to theorize the state. According to 
Head (1984:36), the two dominant means of theorizing the state are to be 
found within liberalism or Marxism. Both of these traditions have been 
criticised by the Premier and his Cabinet, yet both traditions can also be 
located in the activities and policies of the Premier and his Cabinet. 
Capitalism and socialism exist side by side, and are encouraged by the 
Cabinet both through providing a climate for business competition in many 
instances, and eliminating competition in favour of a State government 
monopoly in other instances. Free enterprise needs no evidence, in spite of 
the severe restrictions under which it is often practised. On the other 
hand. State enterprises such as the railways, electricity provision and many 
other services sold by the State Government serve as contradictory statements 
to the Government's claimed preference for free enterprise. 
The extent to which capitalist interests are encouraged and guarded by 
the state has been an area of concern both within Marxist and liberal 
scholarship for over a century. There have also been attempts to impose 
such theory when examining Queensland (Freeland, 1979; Henry and MacLennan, 
1980). The reason why Queensland cannot be explained away by either 
tradition lies in the term 'relative autonomy of the state'. 
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Giddens (1981:217) points out that no such occurrence as absolute 
autonomy is possible in social relations. This is certainly true of 
institutions such as the Queensland Parliament dependent as it is on the 
sectional interests which keep it in office. It is equally certain, 
however, that a degree of autonomy is practised by the Queensland Cabinet in 
excess of that which is typically allowed under the Westminster System of 
democratic parliaments. This may be attributed to the lack of resistance 
which only an informed electorate can supply. Fifty-seven per cent of the 
Queensland population left school at fifteen years or younger, compared with 
only forty-nine per cent for Australia as a whole (Courier-Mail, 5 December 
1983). Another explanation, somewhat linked to education of the electorate 
also, is that successive Governments in Queensland have taken liberties with 
the Westminster System as well as the tenets of democracy without resistance. 
This has given them encouragement to remain relatively more autonomous from 
the practices and institutional descriptions designed to contain them. If 
Queensland is different, the most observable difference is the Government. 
It is its relative autonomy from the conventional forces which regulate 
governments which allow this distinctiveness to continue. 
The second issue is the dissonance between those who develop political 
policy and those who carry it out. It is at this level that the Fundament-
alists and the New Class show their strongest entry points. The Fundament-
alists have traditionally had a positive reception from the National Party 
politicians, notably at the Cabinet level. The New Class, on the other hand, 
generally finds a better reception from the professional educators. 
Fundamentalists know they have supporters in Cabinet, with one of the 
strongest being the Premier himself. As part of a state-wide campaign 
against the 'Education for a Multicultural Society' kit, Rona Joyner 
recognised the agreement between her and the Premier. She said, 'I will 
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have it out with the Minister first, but if I receive no satisfaction I 
will go to the Premier' (Courier-Mail, 8 December, 1983). 
Signs of the weakness in the connection between the Cabinet and 
Fundamentalists may be occurring. The Minister for Small Business and 
Technology, Hon. M.J. Ahern, is one of the bright, younger members of 
Cabinet, and he leans more towards technology than tradition. He wants 
'...students and their parents to stop running scared of the computer and 
high technology...and to seriously consider courses and careers offered in 
these fields' (Courier-Mail, 5 December 1983). Along the same line, and 
spearheaded by Ahern's leadership, a high technology park was set up in 
Queensland in 1985. But aside from Ahern, the Queensland Cabinet has not 
gone over to the side of technological ideology. There are weakenings, to 
be sure, but maintaining traditional practices and institutions is still at 
the forefront of Cabinet policy-making. 
Professional curriculum planners tend to be more responsive to the needs 
of the New Class because they share a common identity in 'professionalism'. 
The CCD involves the use of language shared by professionals. The language 
includes such ideas as autonomy and integrity which cause the professionals 
to resist political interference. The interference by politicians must 
be tolerated by the New Class and their allies in professions such as 
education, but it is tolerance with reluctance. Professionalism can only 
increase at the expense of the decrease of political involvements in their 
lives. This is an on-going tension between professional educators and their 
political bosses. Traditionalism props up the subservient nature of 
educational professionals, while progressive thought puts more control in 
the hands of the professional expert. Thus, issues of conflict between the 
Fundamentalists and the New Class over policy formation and implementation 
of curriculum are not fully made public. One such issue of conflict arose 
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in a campaign speech by the Premier in the lead up to the 1980 Queensland 
election. Mr Bjelke-Petersen promised standardised text books and norm-
referenced testing would be introduced into Queensland schools (Courier-Mail, 
6 November 1980). Both of these developments are contrary to progressive 
trends in education, and neither was introduced. Such a gap between 
promise and delivery suggests that professional educators may have side-
tracked the Premier's promise in favour of the thinking of the professionals. 
However, yery l i t t l e of this sort of speculation can be documented owing to 
the t ight control exercised by the Cabinet over such matters. The Premier 
also promised that 'because his party was dedicated to the protection of 
the Queensland l i f e - s t y l e , students would study courses on private enter-
prise' (Courier-Mail, 6 November 1980). This too has fai led to become a 
curriculum rea l i t y , aside from the long-standing Economics course in years 
11 and 12 which studies free enterprise along with other economic systems. 
On November 1, 1986, Queensland had a f iercely contested election. 
The National Party was the reigning Government with a bare majority in the 
eighty-two seat Legislative Assembly. The lead-up to the election contained 
charges of corruption and 'cronyism' in the Government's business dealings. 
Two notable accusers were Sir Robert Mathers, onwer of a mult i -mi l l ion 
dollar chain of shoe stores, and Sir Roderick Proctor, a National Party 
trustee (Courier-Mail, 24 October 1986). Mathers was c r i t i ca l of tendering 
arrangements by the State, and Proctor had accused the Queensland Government 
of being the most soc ia l is t in Austral ia. Coupled with this were the 
irreconcilable differences between the Liberal and National Parties, with 
the Labor Party hoping to benefit from their feud. 
The Queensland four zonal system of electoral boundaries, an increase 
of Parliamentary seats from eight-two to eighty-nine, and the preferential 
system caused the National Party to regain the Government of Queensland ' in 
its own r i g h t ' . The outcome was such that Senator Michael Macklin was 
133. 
to say the National Party win was 'a farce and disgraceful because i t 
achieved a major i ty of seats wi th only t h i r t y - n i n e percent of the vote' 
(Courier-Mail , 3 November 1986). A Courier-Mail e d i t o r i a l on the same day 
said, 'The resu l t also indicates the great confusion of a three-party 
electoral system where each of the par t ies is competing for supremacy'. 
The point of the e d i t o r i a l was that in other states voters had a choice 
between conservative par t ies and the Labor Party. In such e i t he r /o r 
situations a clear choice emerged. In Queensland, fo l lowing th i s e lec t i on , 
possibly sixty-one per cent of those who voted were disappointed. This 
contains those who did not give the National Party the i r f i r s t preference. 
The four zonal system has e lec tora l populations ranging from eight 
thousand voters to twenty-two thousand voters, the pre ferent ia l system 
caused at least ten Nationals to be elected by Liberal preferences (Courier-
Mail , 3 November 1986), and according to p o l i t i c a l commentator Peter Moriey 
(Courier-Mail, 3 November 1986), 'w i th 39.4 per cent of the votes, the 
Nationals are going to govern in t h e i r own r i gh t while Labor, on 41.8 per 
cent, is nowhere in the race ' . 
Such an e lectora l r esu l t perpetuates the be l i e f that Queensland is 
' d i f f e ren t ' . Many of the al leged di f ferences require a condi t ioning argu-
ment. The di f ference between e lec t ing a Government in Queensland and other 
States requires no such argument because the di f ference is a demonstrable 
fact. Senator Macklin (Cour ie r -Mai l , 3 November 1986) concluded ' . . .whatever 
else i t was, Saturday's e lec t ion was not representat ive democracy in a c t i o n ' . 
The Premier of Queensland is approaching the end of his second decade 
as Premier. He became Premier in 1968. Sal ly Loane of the National Times 
(2 November 1986) points out the 'Eighteen-year-olds, vot ing in t he i r f i r s t 
election yesterday, have only known one Premier' . Older Queenslanders have 
known twenty-nine years of government by conservative pa r t i es . 
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The seemingly immovable National Party Government in Queensland has a 
direct bearing on this study. All school curricula are conditioned by 
their political contexts; the state, after all, is the major provider of 
education. The results from the 1986 election would seem to encourage the 
National Party Government to continue its recent policies. Such a direction 
would hearten the Fundamentalists. Following the election the Premier said 
'...we are all sinners. Most people won't recognise that, but we all are' 
(Courier-Mail, 3 November 1986). Such a belief accords with Fundamentalism 
even though it finds a minority of approval in society-at-large. 
4. Assembling the Elements 
Several years ago the chairman of the Australian Schools Conmission 
offered the observation that 'Children are studying unsuitable subjects at 
school in an effort to keep them in a competition they have no chance of 
winning' (The Australian, 8 November 1980). The same statement may hold 
true today in Queensland. 
The Queensland Cabinet has been a particularly strong ally of the 
Fundamentalists. They have warded off 'trendy' curricula such as sex 
education and in-depth investigations of our own and other cultures, but 
while this was happening curricular gains favourable to the New Class were 
introduced. The Queensland Cabinet recognises an ideological consonance 
with technological and scientific expansion through its rhetoric of promoting 
capitalism. What the Cabinet seems to be overlooking is that the alliance 
with the New Class will ultimately place the Cabinet at odds with its 
conservative foundations. The New Class represents progress which is 
oppositional to the attitudes and practices found commonly among the minority 
of Queenslanders who cause the National Party to remain the leading force in 
the Queensland Government. 
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Emerging literature argues strongly against the unchallenged virtue of 
giving centrality to technical studies in the curriculum. Sardello (1984: 
631) contends that if the computer is allowed to continue to infiltrate 
it will destroy education. Harris (1984) says that the computers are 
introducing passive learning, and Noble (1984:602-614) convincingly argues 
that of the four major roles in life for which people need to be 'computer 
literate' not a one can stand the test of why this is so. According to 
Noble (1984), we do not need to be computer literate as consumers, students, 
workers or citizens. His conclusion is that computer literacy is but another 
form of ideology. In fact, it is another form of ideology seeking hegemonic 
status where it will be guarded against questions. Computer literacy, it 
may be said, is part of the New Class vanguard. 
Competition will persist; in fact, in educational endeavors it will 
probably increase. The cohort for entry to Queensland's tertiary institu-
tions has almost doubled over the last decade (Q.T.A.C, 1986:3), while the 
number of available places has remained relatively constant. Merit will 
also persist as the ultimate arbiter of who gets what. Both of these 
concepts which are accepted ingredients of liberal ideology, typify the 
educational climate in Queensland. They also solidify the uprising position 
of the New Class. 
The New Class involvement in Queensland life is not yet seen as a 
threat to the conservative thought which characterizes Queensland society. 
This is largely because conservatives in general, and Fundamentalists in 
particular, have been concentrating their scorn on socialists as the major 
perceived threat to their dominance of the'social order in Queensland. It 
is still socialism which is promoted as the main danger to the family, 
Christianity, the place of the British monarchy and the free enterprise 
system, by those conservative forces in Queensland which still determine 
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public attitudes and actions. In the meantime, the New Class and its 
related control of knowledge and technology continue to expand in importance. 
The Queensland Government is yery proud of its initiatives in the area 
of teaching the young for life in a technological world. Of particular 
pride to the Minister for Education is the Computer Literacy Project. 
The $7.5 million Computer Literacy Project will allow 
all Queensland students in State high schools to gain 
'hands-on ' experience with computers and acquire the 
necessary skills to live and work in an increasingly 
computerized world. (Lin Powell, State Minister for 
Education, Courier-Mail, 24 February 1986). 
The desire of the New Class to dispossess the Fundamentalists from 
their position of advantage is not necessarily aimed at the Fundamentalists 
but rather at any obstacle which gets in the path of the New Class. 
Institutionalization of the New Class ideology which is based on knowledge 
and professionalism requires control of the curriculum in order to complete 
the reproduction process. The technical skills are being built into the 
mathematics and sciences courses and the legitimation for the knowledge and 
skills of the New Class is being developed through the social subjects as 
well. This will be explored in part through the analyses of the data of 
this study. 
The next Chapter will provide justifications for the means of 
collecting data as well as descriptions of the research procedures used. 
137. 
CHAPTER FOUR 
DESIGN OF THE STUDY 
1. Rat ionale 
The general task of this study is to explore for evidence of the 
ideologies of social groups in curriculum materials. The rationale for the 
research procedures is stated in this section and related to the theoretical 
principles presented in Chapter Two. 
Perspectives were obtained from quantitative and qualitative sources. 
Reflection, as the persistent scrutiny of data, characterized the research. 
Miles and Huberman (1984) make the case that few researchers do not blend 
positivistic methods with phenomenological methods. The frequencies, 
distributions or weighted intensities of occurrences produced by positivis-
tic methods are not typically left as 'objective' displays. Interpretation, 
comparison and description are all engaged as well. Miles and Huberman 
(1984:20) call for 'epistimological ecumenism' in research design. Their 
call has been heeded in this study. 
All analytical procedures assume the presence of some theoretical 
framework (Drass, 1980:333). Such a framework enables meaning to be 
assigned to results of investigations. This study contains a theoretical 
framework encompassing two major ideologies whose supporters, it is 
contended, are attempting to influence curriculum in Queensland. The two 
groups are the Fundamentalists and the New Class. 
It is asserted and argued that the social structure in Queensland has 
changed and is still changing. Thus, the methods used in this study are 
designed to probe respective changes in the curricula due to the influence 
of Fundamentalists and the New Class. 
The study centres on four contentions stated in Chapter One. These 
contentions serve to organize this study towards the relationships among 
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Fundamentalists, the New Class, liberal ideology and change as they all 
impact on Citizenship Education over its twenty year history as a BSSS 
subject in Queensland. Access to curriculum development is the important 
focus in this research. Effects of this access will be derived from the 
data. 
2, Axioms Guiding Methods of Research 
The axioms are presented below. An extended description follows them. 
Axiom 1: Content analysis should be used to test for evidence in 
text materials of influence by Fundamentalists and the 
New Class as categorized in the previous Chapter. 
Axiom 2: Quantitative and qualitative techniques of content 
analysis should be used to analyse the textual data and 
to develop theoretical categories. 
Axiom 3: Interviews of persons informed about the development of 
Citizenship Education should be used to provide perceptions 
which modify, complement and clarify data produced by the 
content analyses. 
Axiom 4: Newspaper reports and other documentary sources should be 
used in reconstructing the socio-political milieu of the 
study. 
Axiom 5: Subjectivity should not become dominant, but the involvement 
of the researcher as one who has shared many of the concerns 
being examined should not be ignored. Reflection should be 
used in these instances as a mediating influence. 
The axioms were used to organize the research. They are consistent 
with a multiple perspectives approach. Archer (1984:76-77) claims that a 
"lultiple perspectives approach helps identify factors underlying or preced-
ing events and actions, and it helps reconcile different versions of the 
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same event. Such an approach justifies using several paradigms in order to 
strain the data in many ways so they can best contribute to the study. 
The axioms which inform the research procedures are now elaborated. 
A. Content Analysis of Text-books, Syllabuses and Workbooks 
For purposes here, a broad definition of content analysis adopted from 
Holsti (1969:14) will be used: 'content analysis is any technique for 
making inferences by...systematically identifying specified characteristics 
of messages'. This definition is further conditioned by the observation by 
Berelson (1971:90-91) that inferences about populations tend to be made from 
materials made for them, and not by them. It is through content analysis 
that the materials made for groups can be explored more deeply than other 
techniques may provide. 
Quantitative content analysis applies empirical and statistical methods 
to textual materials (Lindkvist, 1981:34). A great strength of content 
analysis is as a starting point for interpreting what is written. Three 
assumptions put forth by Berelson (1971:18-20) underlie this utility. 
1. Content analysis assumes that inferences about the relationship 
between intent and content or between content and effect can 
validly be made, or that the actual relationship can be 
established. 
2. Content analysis assumes the study of the explicit content is 
meaningful. 
3. Content analysis assumes that the quantitative description of 
communicated content is meaningful. 
The quantitative analyses, as consistently used in this study, are less 
directed at content as content than with content as a 'reflection' of 
'deeper' phenomena (Berelson, 1971:123). Content analysis provides the 
opportunity to get beneath the script as communication by examining language, 
i^ epetition and structure in a systematic way. Quantitative content 
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analysis enables a high degree of consistency in recognising occurrences 
and patterns of ideas such as the categories applying to the Fundamentalists 
and the New Class. Qualitative analyses are subjective. These can be used 
effectively in their own right as well as extending the findings from 
quantitative analyses. Both techniques follow from the central idea in 
content analysis which is that many words of the texts can be classified 
into much fewer content categories. The categories may consist of one, 
several or many words (Weber, 1985:12). Then, following Budd, Thorp and 
Donohew (1971), assertions or themes associated with the categories may 
be constructed. Berelson (1971) and Budd et al. (1971) identify a theme as 
an assertion about a subject matter. The placement, use and frequency of 
these thematic occurrences can then be qualitatively described. 
Lindkvist (1981:23) shows diagramaticaUy that text can be related to 
the producer and the consumer by the interpreter. This is shown below. 
TEXT RELATIONSHIPS 




A belief advanced in this study is that the interpreter can also relate 
the text back to the producer as well. This is done by locating tenets or 
sentiments associated with the social group or groups in question. This is 





Weber (1985:71) notes that the investigator must relate theory, text 
and the results of the procedures of content analysis. Without such an 
orchestration, much of the meaning of the content is lost. Such a technique 
was constructed to help do this. Support for such a technique is found in 
the literature dealing with content analysis. 
In an attempt to determine the degree of homogeneity in a cultural 
climate, Rosengren (1985a:136) suggests using cultural indicators from 
different sectors '...say, literature and religion'. These 'cultural 
indicators' derived from discrete social sectors are used to compare social 
groups. A high degree of agreement implies social harmony. 
Andre' (1983:10) proposes a technique of content analysis which 'still 
needs to be constructed'. He calls this technique prose analysis. Prose 
analysis would entail the employment of three terms associated with 
conventional content analysis. These terms are 'topic', 'theme' and 
'class'. Topics and themes are differentiated because themes involve a 
higher level of abstraction than topics. A topic is a subject (Andr^, 1983: 
7). Such a topic might be democratic structures of government. A theme is 
an idea represented as a 'signal trend, some master conception, or a key 
distinction, like rationality or reason' (Andre', 1983:7). Such a theme may 
be the elaboration and justification of democratic forms of government. 
In spite of defining the difference between topics and themes, Andre' 
(1983:7) admits 'But we still don't know much about the yery process of 
identifying themes and topics in our data'. Consequently, future processes 
must take into account the need to identify themes and topics. 
Categorizing receives only general treatment by Andre' (1983) because 
he is writing broadly about his proposed technique. He resists turning 
Pi"ose analysis into a sequential and mechanistic scheme, though he admits 
to a logical progression 
It seems quite natural, though, that one would start the 
analysis by focusing on simple incidents, facts, terms 
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and go to progressively more abstract concepts or classes 
of phenomena. If this were true, the preliminary set of 
categories would be closer to the topics and the final 
set would reflect more the themes of the study. (Andre', 
1983:9). 
Andre' (1983:11) contends that '...going through the text with big 
questions in mind, can help develop a complete and thorough picture of the 
setting'. Such 'big questions' are, in fact, classes in another sense. 
These major classes are the social groups called the Fundamentalists and 
the New Class. 
This is work of a qualitative nature, but it is based on the quantita-
tive antecedents. In Figure 4.2, the text is represented in this study as 
the Citizenship Education syllabuses, text-books, workbooks and interviews. 
Through the use of content analysis the meanings of textual materials can 
be traced back from the consumers (mainly secondary school pupils), and the 
producers can also be traced back from the texts. In particular, content 
analyses were directed towards exploring categories of ideological state-
ments associated with the Fundamentalists and the New Class. Of secondary 
importance was the use of liberal rhetoric as a masking device for the 
projects of the New Class and the Fundamentalists. 
A specific technique for analysing themes in text materials was 
developed by Carss (1973). He termed it thematic structural analysis (TSA), 
which relies in part on the principal component analysis of an inter-
correlation matrix of word frequencies. This quantitative technique allows 
a researcher to construct important themes from text materials. The themes 
are based on the frequencies and weightings of key terms in the text 
material. The Statistical Package for the Social Sciences (1970) was used 
for the principal components analysis. 
The analysis of concepts in text (ACT) is also a technique for content 
analysis, but it has different objectives from TSA. The development of 
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this technique was inspired by Bush (1960) who used a similar technique to 
condense newspaper articles to their organizing concepts. Thus, the ACT 
requires that paragraphs be converted into organizing concepts, and then 
assumes that high relative counts of concepts reflect greater concern with 
the categories under study (Weber, 1987:56). The ACT provides a means of 
locating topics (concepts) and themes (ideological bases) in their respect-
ive texts. Such a comprehensiveness is absent from the TSA which was under-
taken with selected materials. The detailed procedures are described later 
in this Chapter. 
ACT was devised for several reasons. First, it acknowledges the value 
of concerted quantitative and qualitative approaches. Some of the textual 
richness lost through purely quantitative analyses can be regained in this 
scheme of examination. Second, ACT treats whole text-books, thereby 
giving a comprehensive analysis of each text-book. Third, ACT provides 
data for the exploration of change over time. Change can be examined in 
terms of frequency of occurrences of concepts in the text-books as well as 
in the treatment of the concepts. This is done by comparing earlier text-
books with those which came later. Fourth, ACT provides an important 
intermediate step between the computerized factor generation from textual 
materials used in Citizenship Education and the qualitative analysis of 
interviews with key people concerned with Citizenship Education. 
ACT is based on the belief that social influences on the creation of 
text-books contribute not only to what is written but also how it is 
written (Ellui, 1973:196-197). This allows stylistic differences to be 
considered, for example, whereas TSA does not. ACT recognises the 
temptation '...to look upon the text in question as an abstract system unto 
itself (Findahl and Hoijer, 1981:113). Removing the data created by 
content analysis from the social processes which created them has long been 
a concern expressed by critics of quantification. Consequently, a technique 
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which blends quantitative methods with qualitative methods was developed as 
a progression from the objective view to the subjective view. 
ACT was applied to the Citizenship Education text-books most widely 
used in Queensland during the period of this study. 
Using TSA and ACT as content analysis procedures allows for the 
merging of quantitative and qualitative studies of texts. Investigating 
documents spanning a twenty year period in order to discover ideological 
changes due to shifts in the influence by social groups in society finds 
support in three statements made by Weber (1985:10). 
The best content analytic studies utilize both quantitative 
and qualitative operations on texts. Thus, content analysis 
methodology combines what are usually thought to be 
antithetical modes of analysis. 
documents of various kinds exist over long periods of 
time. Culture indicators generated from such series of 
documents constitute reliable data that may span even 
centuries. 
In more recent times, when reliable data of other kinds 
exist, culture indicators can be used to assess quantita-
tively the relationships among economic, social, 
political and cultural change. 
B. Interviewing 
Interviewing is a direct means of attempting to find out what people 
think. Consequently, interviewing is a yery important technique for 
discovering meaning. Richardson et al. (1965:19-20) point to the utility 
of interviewing in conjunction with observation and documentary evidence. 
This point is relevant to this study which uses interviews, observations 
and documents for the purpose of understanding meaning in various social 
settings. Informed participants can provide insights in this way which 
cannot be achieved by even an observant researcher. 
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Basically, interviewing is a method of collecting information. That 
is, the interview belongs to a 'class of methods which yield subjective 
data...direct descriptions of the world of experience' (Hyman et al., 1975: 
15). These data are rich, highly personalized and unique to the type of 
interviewing in this study. All of the interviewees are known to the 
researcher and all of the interviewees were able to draw on personal 
experiences otherwise not available to this research. 
In recognition of the importance of the interview in social research. 
Burgess (1982:107) notes that whole social research texts focus on inter-
views and interviewing. Much of the social research today makes use of 
interviews. A valuable contribution to this study is that interviewing can 
be used to clarify ambiguities in the data. Interviews can provide insight 
which can be used to place data into structures of themes and categories. 
Stenhouse (1983:67) injects a note of caution about the way interview 
data should be used. Probing certain areas of causation can encourage 
interviewees to become too speculative. This renders their comments less 
useful to the researcher. He says 
It is both more intelligent in an action frame and more 
feasible to attempt to infer or reason about consequences 
rather than causes, and these inferences are much more 
readily tested by the practitioner. 
The issue of validity is a persistent concern associated with interview 
data. This concern entails '...the difficulty of gaining an accurate or 
true impression of the phenomenon under study' (Shaffir, Stebbins, Turowetz, 
1980:11-12). When pressing the memories of people closely connected with 
an event the validity of their recollections is enhanced if the event was 
rare and vivid (White, 1981:225). Writing text-books or helping to create 
syllabus documents may be such 'rare and vivid' periods in peoples' lives. 
Further concerns associated with interview data are the ability of the 
I'esearcher to interpret accurately the interviewee's view and how he or she 
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would wish to be represented. Tripp (1981:475) feels that after a probing 
interview which addresses complex issues the researcher must '...allow the 
interviewee, at the yery least, equal rights of ownership, editorship and 
interpretation.' This is an admirable position to take, but it fails to 
recognise that the researcher almost always has a greater interest in the 
interview than has the interviewee. It is therefore unlikely that most 
interviewees would be willing to put as much 'processing' time into the 
interview data as the researcher. 
Tripp (1981:480) says '...the easiest and most certain procedures by 
which to validate interpretations is to negotiate them...' The view taken 
in this study is that negotiating opinion, particularly if the negotiations 
are protracted, is more likely to obscure the original opinion. Thus, 
contentious interpretations were submitted to the interviewees for 
confirmation, elaboration or rejection, with the ultimate responsibility for 
interpretation left with the researcher. This is in keeping with Stenhouse 
(1983:51) who says '...it is worth noting that the ethnographer is prepared 
to give greater credence to this own observation (and), is more inclined 
to theoretical interpretation...' This view is compatible with the overall 
research orientation of this study. 
Denzin (1970:185) identifies three forms an interview may take. First, 
the interview may follow a rigid format requiring eyery interviewee to 
answer every question on the schedule. Second, the interview may be of a 
'nonschedule standardized' version where there are fixed questions but they 
may be altered in sequence or eliminated altogether depending upon the 
circumstances. Third, there is the very informal, non-structured interview 
which simply puts hypotheses to the interviewee for comment as they emerge 
from the interchange of ideas between the interviewer and the interviewee. 
Each of these has its place in qualitative data gathering. The interview 
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is used as an intersection between theory and evidence and such a function 
can range from the highly structured to the conversational interview. 
The interviewees are people with a strong professional relationship 
to the subject of Citizenship Education. They are all trained teachers who 
have been involved in syllabus construction, text-book writing or both. 
The interviews were conducted to discover linkages between their activities 
as members of the Citizenship Education syllabus committee or text-book 
writers, and the influences of social groups in Queensland over the 
construction of curricula. The interview schedule is presented in 
Appendix B. 
C. Contextual Awareness 
A study such as this which centres on the ideologies of important 
social groups, and their involvement in curriculum development, must 
consider socio-political contexts. The data provide insights best seen in 
the light of the social and cultural environments which created them. 
Phenomenological approaches were used to assist understanding of 
contexts. It has been pointed out by Rogers (1983:12) that most sociology 
is written within bureaucracies. To counter such a narrowness in partici-
pation by the researcher is the use of phenomenology as described by Whitty 
(1985:22). He says, '...phenomenological...studies endlessly illustrated 
how reality was sustained at the micro-level...'. Coupled with this are 
the thoughts of Phillipson (1973:127) and Denzin (1973:260) who note the 
potential of ethnomethodology under the rubric of phenomenology because 
both have a keen interest in the problem of meaning and where it comes 
from. 
According to Garfinkel (1967:1), ethnomethodology concerns 'practical 
activities, practical circumstances, and practical sociological reasoning 
as topics of empirical study'. It is the practical and the common-sense 
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perceptions which are of greatest importance in ethnomethodological terms. 
More precisely, Rogers (1983:84) shows that 
...ethnomethodology is an empirical investigation 
Cology') of methods ('method-') people Cethno') 
use to make sense of and at the same time accomplish 
communication, decision making, reasonableness, 
and action in everyday life. 
Ethnomethodologists regard the creation of social order as a necessary 
fiction which may vary from perceiver to perceiver. Uncovering '...rules 
and rituals participants take for granted' (Denzin, 1973:271) is a basic 
concern of the ethnomethodologist. This concern was extended to the social 
groups contained in this study to contribute to understanding the role of 
ideology in intergroup dynamics. The 'common-sense grounds of sociology' 
(Rogers, 1983:90) which ethnomethodologists stress provides an illuminating 
viewpoint. 
It is important that judgements be resisted within ethnomethodology. 
But actions and reactions stimulated by everyday life must be captured by the 
researcher. Suspending judgements in order that the actors' experiences and 
perceptions predominate is preferred but not always possible. Introducing 
a bias cannot always be avoided. Sometimes Karp (1980:94) feels that 
Researchers should also consider as data their own feelings 
and behaviours. Because personal introspection is unavoid-
able, researchers' own experiences will significantly shape 
their ideas.. . 
Objectivity is viewed with suspicion and comes in for special treatment in 
ethnomethodological research. 
Objectivity becomes part of the problem to the ethnomethodologist. 
Positivistic-oriented researchers may assume the existence of an objective, 
out-there world which may be studied by unbiased statistical techniques. 
This view is rejected by ethnomethodologists as too naive and unsuitable to 
understanding the social world. Essentially, ethnomethodologists want to 
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get i ns ide the assumptions which co lou r the v iewer ' s pe rcep t i ons . The 
context o f a p a r t i c u l a r soc ia l wor ld i s l i n k e d t o ethnomethodology. Ethno-
methodologists assume a l l a c t i o n s , i n c l u d i n g the d e s c r i p t i o n s or exp lana t ions 
of soc ia l phenomena are dependent f o r t h e i r meaningfulness on the s e t t i n g s 
w i th in which they occur (Ha l fpenny, 1979:803) . 
3. Design o f the Study 
The methods o f research f o l l o w s i x d i s t i n c t phases as shown in Figure 
4.3. Phases 2-6 l o g i c a l l y f o l l o w the preceding phases. 
OVERVIEW OF RESEARCH PROCEDURES 
PHASES SOURCES 
P i l o t count of ' c i t i z e n 
vs. ' i n d i v i d u a l ' i n 
syl labuses 
P r inc ipa l components 
analyses and factor 
generation (TSA) 
Analysis of concepts 
in text (ACT) 
Analysis of 'non-
scr ipted' contents 
Corroboration and 
modif ication of in ter-
pretations of other 
data 
Histor ical documentation 
of developments in 
Queensland Education 
system, 1966-1986 
Reflection and progressive 
refinement of conclusions 
I Syllabuses 
Syllabuses, text-
book select ions, 
and sample work-
books 
Text-books in C i t i ' 
zenship Education 
Text-books in C i t i 
f zenship Education 
Interviews with 
authors of Cit izen-
ship Education 
text-books 
















Phase I was undertaken to test the validity of further examining the 
contentions. Evidence of changing influences by social groups had to be 
discovered in order to provide confidence that more intensive research was 
justifiable. 
Phase I consisted of a comparison of frequency of occurrence of the 
concepts 'citizen' and 'individual'. A preliminary test of their frequency 
in Citizenship Education syllabuses (1966-1981) was undertaken. Four 
syllabuses used in Citizenship Education in Queensland (1966, 1975, 1977, 
1981) were the textual materials used in this procedure. The referent 
models of 'citizen' or 'individual' were allowed several forms, for example, 
citizen, citizens, individual, individuals, and individuality were all 
counted. 
PHASE II 
Phase II of the research required a technique characterized by a 
scrupulously detailed and systematic analysis of the most widely used 
materials in the teaching of Citizenship Education. A computer-assisted, 
quantitative content analysis was used. Cox (1975:83) described a yery 
similar technique of content analysis as enabling '...a high level of 
consistency in identifying the principal content themes expressed in the 
text'. Weber (1985:44-56) shows that such techniques have contemporary 
utility. 
A panel of five experienced teachers of Citizenship Education was 
used to make selections from the text-books. Because of the intensity of 
the analysis, the teachers were instructed to make their selections based 
on their perceived importance of the topics as well as the quality of 
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STEPS BASED ON 
THEMATIC STRUCTURAL ANALSYSIS 
SOURCES 
OF DATA 
Decisions made on 



















Second, it had to be decided whether similar words should be recorded 
separately. For example, citizen and citizens were recorded under the same 
entry, while citizenship was treated differently. The person and the role 
were given distinctive recognition. Third, a way to treat homonyms had to 
be established. A football goal, for example, was indexed separately from 
an educational goal. 
The following steps were taken: 
1. Preparation of data. Each paragraph in the selection from a 
text-book, a syllabus or a workbook, was numbered consecutively 
from the start to the finish. The substantive words in the 
textual materials were then underlined. This resulted in 
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underlining practically all but the words exempted for the 
reason that they carried no latent message. Roughly half of the 
words from the textual materials were underlined. 
Each of the underlined words was recorded on an alphabetical 
index. The number of the paragraph in which the word occurred 
was also entered on the indexing sheet. See figure 4.5. 
2. Selection of key words. Words with many occurrences were selected 
as key words. The number of occurrences varied with the size of 
the documents. 
3. Matrix preparation. Key words were used to form the horizontal 
axis of a matrix. Paragraph location and frequencies of occurrence 
within each paragraph formed the vertical axis. The two axes were 
used to calculate intercorrelation matrices. Part of a typical 
data matrix is shown in figure 4.6. 
4. Discovering principal components. Using the SPSS (SPSS, 1970) 
suite of programs, a principal components analysis was carried out. 
Factor scores were calculated to show a weighted association of 
key words in the same paragraph. 
5. Extracting thematic elements. Thematic elements were produced 
from clusters of words which make up a principal component. The 
derivation of the statement in the thematic element is an 
interpretive exercise using paragraphs that are most highly 
weighted with that specific thematic element. Figure 4.7 provides 
examples. 
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SAMPLES OF FACTORS CONVERTED TO THEMATIC ELEMENTS 























It is important to apply, carry 
out and perform duties. 
Thematic Element 
Broken rules need to be 
punished by a judgement applied 
to people. 
Thematic Element 
Meetings of members in clubs 
and committees function as 
judiciary. 













House of Representatives .87 
Passed .47 
Thematic Element 
Candidate who is. the preference 
of a majority of voters. 
Thematic Element 
The Public Service of the 
Comnonwealth of Australia. 
Thematic Element 
-The Senate and the House of 
Representatives pass laws. 
Figure 4.7 
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6. Corroborating thematic elements. Corroboration of the interpre-
tations of the thematic elements took place between the principal 
researcher and a research assistant in order to verify the 
thematic elements in the sample of textual materials. This follows 
the procedure suggested by Weber (1985:15). Thematic elements 
were inferred independently by the principal researcher and the 
research assistant. A negotiated thematic element was agreed to 
in those instances where there was some difference in their 
interpretations. 
7. Displays of thematic elements. Principal components with their 
respective weightings in each factor were then used to construct 
displays of thematic elements. Selected examples may be seen in 
Chapter 5 with the remainder in Appendix A. 
8. Interpretations of thematic elements. Summary statements central 
to the ideological orientations of the textual materials were 
produced from the displays. 
PHASE III 
Phase III was the use of analysis of concepts in text. ACT is a means 
of condensing paragraphs to their most important organizing concept or 
central idea. Such a reduction required that the paragraphs were read and 
consolidated into the concept or concepts representing the contents of the 
paragraph. 
The terms 'topic', 'theme' and 'classes' have their ACT counterparts 
as 'concepts', 'ideological bases', and either tenets of 'Fundamentalists' 
or 'New Class'. The procedures used in ACT are shown in Figure 4.8 and this 
is followed by a detailed explanation of each step. 
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STEPS IN ANALYZING CONCEPTS IN TEXTS (ACT) 
Read paragraphs in selected 
texts 
Distill paragraphs into organizing 
ideas or central concepts 
Code concepts according to 
ideological bases 
Link orientations of ideological 
bases with Fundamentalists or 





After judgements were made about the central idea or concept in each 
paragraph, the treatment of the concept was coded in terms of the eight 
ideological bases presented in Chapter Three. Some of the paragraphs could 
not be coded. They were called 'no category'. Sometimes the treatment 
related to more than one ideological base, and decisions were required as 
to which base was more relevant with respect to the way the concept was 
being treated in the paragraph. 
Cartoons, charts, puzzles, exercises and other supplementary materials 
in the text-books were not analysed using ACT. The inclusions other than 
the author's writings were re.ferred to as 'non-scripted' content and these 
materials were analysed in Phase IV. These contents are presented in 
Chapter Five. 
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An example of the process of distillation of a concept and assignment 
of treatment is shown below with a paragraph taken from Eshuys and Guest 
(1978:118). 
The United States of America won its independence from 
Britain in 1783 and drew up its federal constitution 
four years later. (The constitution was adopted in 
1789). The story of the American fight for 
independence is colourful and dramatic the Boston 
Tea Party, Paul Revere's Ride, the Battle of Bunker 
Hill. 
E.g. 
Main idea (concept) 
United States independence 
Treatment 
Past 
5,520 paragraphs from the f i ve text-books comprise th i s analys is . 
A glossary was created to ass is t coding the treatment of the concepts 
The glossaries consist of the ind icators found in the selected text-books. 
These indicators are shown in Figure 4.9. 
GLOSSARY OF INDICATORS OF CONCEPT TREATMENT 
Reference t o : 
The ' l and ' 
Farming 
Farmers 
Rural indust r ies 
Primary production 
Agr icu l tu re 
Country 
Small population centres 
Reference to : 


































































Case studies of individuaTs 
Heated disputes 
PIural i t ies 




Summary of procedures in ACT: 
1. Paragraphs were numbered. The numbering sequence was contained 
within chapters. 
Paragraphs were read and designated on the ACT data sheets by 
their central concept. 
Each concept was assigned a treatment corresponding to one of the 
eight ideological bases. 
Frequencies of ideological bases were assessed to form a 
comprehensive overview of the occurrences of the ideological bases 
in each of the text-books analysed. 
5. Cross checking was carried out by having nine graduate students 
apply ACT to twenty-nine paragraphs each (N=261). The agreement 
with the principal researcher was 83 per cent. 







Phase IV of the research called for considerations of the relationship 
of the text-books to the Citizenship Education syllabus, the comparative 
sizes of the text-books, and the 'non-scripted' contents of the text-books. 
An analysis of the non-scripted contents required a count and an evaluation 
of photographs, drawings, cartoons, maps, posters, charts, graphs, newspaper 
extracts, examples and samples. This was done to determine quantitative 
changes in these inclusions over the years. The presence of variety is a 
clue to the influence of the New Class. Hence, such an analysis could shed 
further l ight on the contentions. 
PHASE V 
Phase V of the research consisted of interviews with informants who 
helped in the task of what Lofland (1971:14) calls 'making orderly sense of 
what he is learning' . The informants were authors of text-books used in 
Citizenship Education and two are members of the committee responsible for 
the syllabus in Citizenship Education. 
The interviews focused on such matters as syllabuses, text-books, and 
the influence of social groups. The interview schedule is included in 
Appendix B along with the authors' comments. Perceived influences of 
social groups on Citizenship Education in Queensland were the focus of the 
interview questions. The questions served as a structure for the interviews, 
although the open-ended questions caused each interview to produce unique 
results. 
Throughout each interview, the researcher returned to key points using 
different questions to gain support for an ear l ier expression of opinion. 
This technique increased the internal consistency of the interviewee's 
answers. 
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Seven authors of all the major text-books used in Citizenship 
Education over the twenty year period related to this study were interviewed. 
In the two instances where a team wrote the text-book, only one of the team 
was interviewed. 
Comments from each author were collected from the tape recordings and 
sent back to each for corroboration. Amendments to their original statements 
were made in instances where authors suggested change. 
PHASE VI 
Phase VI of the research involved the contextual aspects of the study. 
Data relating to the social and political contexts in Queensland included 
scholarly and other documented comments on changes in education over the 
twenty years of the study. Also considered were analyses of the politics 
of education in Queensland and other changes such as those canvassed by 
Day and Higgins (1985). They provided information on the performance of 
the Queensland Government in matters such as education and the economy. 
Using one set of data to help understand another set of data contributes 
to what Weber (1985:72) and Mohler and Zilll (1983:72) call 'disambiguation'. 
Gaining multiple perspectives is consistently endorsed in this study, with a 
major aim being that of removing or reducing ambiguities. Data gained from 
the study of contexts profoundly influenced the interpretations of the 
numerical data. The interaction between the two types of data contributed 
to this study. 
4* Reflection as a Technique 
While not a distinct phase in the research design, the technique of 
reflection was an on-going activity in all phases. It is a means of 
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continuing to build from one position of understanding by a process of 
elaboration and refinement of ideas. Cox (1986) describes the process thus: 
The supports and subsidiary ideas to the main contention 
should persistently be considered from diverse points of 
view in the process of reflection. Reflection helps 
probe beneath superficial assertions/self-evident causes; 
helps us recognise inconsistencies and ambiguities; 
heightens awareness of the various ways in which people 
see the same object, event, person, idea. Reflection 
enriches present experience by teaching us about the 
alive character of the past. We use what went before 
to help us know more now. 
This process of reflection guided the selection of sources of data and 
interpretations of them. 
S. Sources of Data 
Data to test the contentions of this study came from three types of 
documents and interviews with authors of text-books. The documentary 
sources consisted of: syllabuses in Citizenship Education (1966, 1975, 
1977, 1981); two workbooks circulated by the Division of Secondary 
Education; and the major text-books used in Citizenship Education over 
the period 1966-1986. 
The Citizenship Education syllabuses were selected because of the 
centralized approach to curriculum development in Queensland. The syllabuses 
which were formed by invited educators, under the auspices of the Board of 
Secondary School Studies, are the key documents in the formation of 
Citizenship Education courses throughout the state of Queensland. The 
syllabus for Citizenship Education thus becomes the touchstone of legitimacy 
for courses gaining the imprimatur of the Board of Secondary School Studies. 
An analysis of exemplary workbooks was based on the assumption that 
these workbooks would be used to guide the construction of the two year 
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course of study in secondary schools. Eisner (1979:27) refers to the 
workbook as the partner of the text-book in the United States. This is not 
the case with the workbooks endorsed by the BSSS. Sample workbooks are 
exemplars from participating schools which are circulated to help guide the 
construction of BSSS subjects along approved lines. 
Widely used text-books were also analysed because of the important 
place given to them in Citizenship Education. Text-books are important 
sources for any teachers of Citizenship Education. There are several 
reasons for this. Citizenship Education is taught only in years 9 and 10 
with a consequent low status among other five year subjects. It is typically 
taught to the lower achieving pupils, and perhaps most importantly is that 
successful teaching of Citizenship Education gives little advantage to 
teachers seeking promotion. 
The most widely used text-books during the twenty year period being 
investigated are shown in Figure 4.10. 
TEXT-BOOKS ANALYSED 
Muller, C K . (1966) Citizenship Education. Jacaranda Press: 
Milton, Queensland. 
Maranta, Barry D. (1966) Citizenship. William Brooks: Brisbane. 
Driscoll, John (1976) The Citizen in Society. Macmillan: 
Melbourne. 
Mahoney, David (1977) Family, Community and State. Methuen: 
Sydney. 
Mahoney, David (1978) You, the Nation and the World. Methuen: 
Sydney. 
Eshuys, Joe and Guest, Vic. (1978) You Are A Citizen. Jacaranda 
Press: Milton, Queensland. 
Roblin, Rob. (1982) Concerning Me. Longman Cheshire: Sydney. 
Wilkinson, David; Paul, Steven, and Shearer, Bruce (1983) 
Active Citizenship. Macmillan: Melbourne. 
Figure 4.10 
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Two text-books (Muller, 1966; Maranta, 1966) dominated in the early 
years of Citizenship Education in Queensland schools. Their dominance 
continued unt i l 1975 when the BSSS sponsored a considerable reconstruction 
of the Citizenship Education syllabus. The Syllabus ir[ Citizenship Education 
(1975) carried the statement in the 'Prefatory Note', 'THERE IS NO NECESSITY 
FOR A CHANGE IN TEXT BOOKS' (Capital le t ters appear in the Syllabus.) 
Two signif icant text-books were writ ten for the 1975 Citizenship 
Education Syllabus. One of the text-books was Driscol l 's The Citizen in 
Society (1976). I t is a publication with clear responses to the impl ic i t 
directions to text-book writers found in the 1975 syllabus. However, wide 
usage did not last long because the syllabus for which this text-book was 
intended was soon superseded. 
SALES FIGURES OF TEXT^ BOOKS USED IN THE STUDY^  
(Financial Year Ending June 1985) 
Muller, Citizenship Education. Out of Print 
Maranta, Citizenship. Out of Print 
Mahoney, Family, Community and State. Out of Print 
Mahoney, You, the Nation and the World. Out of Print 
Driscol l , The Citizen in Society 60 copies sold 
Roblin, Concerning Me. 477 copies sold 
Wilkinson, Paul, Shearer, Active Citizenship 524 copies sold 
Eshuys and Guest, You Are A Citizen 2,927 copies sold 
This information was gained from a telephone conversation 
with Chas. Conlan (9-12-85) who is a principal in the 
educational bookselling f i rm of Barker, Conlan, and Ferret. 
Mr Conlan believes his f i rm sells about 1/3 of a l l the 
Citizenship Education text books used in Queensland schools. 
Figure 4,11 
Two books written by Mahoney (1977, 1978) were in accordance with the 
1975 syllabus. Family, Community and State (Mahoney, 1977), and You_, the^ 
Natjon and the World (Mahoney, 1978), are reflections of the 1975 syllabus. 
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However, like Driscoll (1976), Mahoney's (1977, 1978) text-books lost 
currency with the creation of a new syllabus document in 1977. 
The sales record shown in Figure 4.11 confirmed the decision not to 
include Mahoney (1977, 1978) and Driscoll (1976) in the ACT. Sections of 
these text-books were examined by the TSA , because they did contribute to 
the chronological developments being explored in this study even though 
they were transitional. 
The next chapter contains the presentations and analyses of data based 
on the research design and methods described in this chapter. 
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CHAPTER FIVE 
PRESENTATIONS AND ANALYSES OF DATA 
1. Introduction 
This Chapter consists of a systematic presentation of data gathered in 
the analyses of selected textual materials and interviews pertaining to 
Citizenship Education. 
The interpretations of the data were subjected to progressive confir-
mation and reviews through the phases. Later reflection allowed the 
researcher to bring to bear historical and contextual perspectives necessary 
for holistic understanding. Such an approach is geared to an elaboration of 
the contentions. 
Textual materials associated with Citizenship Education were a major 
source of data. A profile of these materials and relevant findings is 
presented first. 
2. Textual Materials 
Eight Citizenship Education text-books were analysed in the study. 
These text-books were the only ones which were used widely in Queensland 
between 1966-1986. The correspondence between the text-books and the 
syllabus documents is consistently strong. This is shown by the analysis 
and was agreed to by all the authors during interviews. The relationship 
in Roblin (1982), Wilkinson, Paul and Shearer (1983), and Eshuys and Guest 
(1978) can be seen by contrasting the 'matrix' which was first published in 
the 1977 Trial Syllabus j£ Citizenship Education (p.5) with tables of 
contents from the texts. 
Eighteen components of the 'matrix' are expected to be taught over the 
two year course. 'Power and Authority' and 'State' are 'recommended as one 
component to be studied. Also, selections on 'Finance', 'Protection' and 
168. 
The Matrix 
I n d i v i dua ) 
F j m i l y 
Conmuni t y 
G r o u p ! 
S t a t e 
N a t i o n 
Th« W o r l d 
F i n a n c e Commun i c a t i on 
and 
T r a n s p o r t 
P r o t e c t i on Powe r 
and 
A u t h o r ! t y 
E d u c a t i o n E m p l o y m e n t E n v i r o n m e n t S o c i a l 
C o n s c i e n c e 
Figure 5,1 
'Employment' constitute what is called a 'common core' (Draft Syllabus in 
Citizenship Education, 1981:3). It will be shown in this Chapter that these 
three elements of the matrix are related to New Class interests. For the 
remaining components, the 1981 Syllabus offers a choice of approach in their 
selections. 
First is the 'functional' approach where elements from the vertical axis 
of the matrix provide the emphasis in selection. For example, family is a 
focus in relation to family and protection, and family and education. 
Second is the 'structural' approach where elements from the horizontal 
axis provide the emphasis. Using this approach, for example, how education 
is provided at various structural levels in society may be the object of 
study. 
Third, is the 'theme' approach which provides for a theme being 
devised from a selection of the matrix components. Such themes may include 
consumerism, environmentalism, or family law, so long as the hub of the theme 
is the citizen. 
The influence of the matrix differed slightly from text-book to text-
book, but it can be seen as an,obvious reference from the tables of contents 
which follow. 
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TABLE QF CONTENTS FROM 'CONCERNING ME' (ROBLIN, 1982) 
1. The Idea of Citizenship 
2. Your Local Area: Where Citizens are Made 
3. Education: Learning About Life 
4. Transport and Communication: Moving Life Along 
5. Environment: It's All Around You 
6. Power and Authority: Somebody Has to Make the Decisions 
7. Protection: With a Little Bit of Help From My Friends 
8. The World of Work: Studies in Employment 
9. Money! Money! Money! What in Blazes Do I Do With It All? 
Figure 5.2 
TABLE OF CONTENTS FROM 'ACTIVE CITIZENSHIP' 
(WILKINSON, PAUL AND SHEARER, 1983] 
1. Who Am I? 
2. A Test of Values: Drugs 
3. You and the Law 
4. You and the Environment 
5. The Origins of Citizenship 
6. You and Your Government 
1. Decision Making 
8. Active Citizenship 
9. Earning an Income 
IQfc Getting Your First Job 
11« Unemployment 
12, Trade Unions and You 
13. Spending 
14. Buying a Car 
15, Credit 
Figure 5.3 
TABLE OF CONTENTS FROM 'YOU ARE A CITIZEN' (DRISCOLL, 1978) 
1. Introduction 
2. Finance 
3. Transport and Communication 
4. Protection 




9. Social Conscience and Human Relations 
10. Current Affairs 
Figure 5.4 
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Roblin (1982:vii) writes of the relationship between the syllabus and 
his text-book 
1^0 attempt has been made to follow the rigid organization 
of a syllabus document. However, I have attempted to 
capture the spirit of citizenship by emphasizing the role 
of the individual as a 'citizen in training' 
In spite of this disclaimer, all but chapters nine and ten can be 
linked to the matrix. 
Wilkinson, Paul and Shearer (1983:vi) are less reserved about the use 
of the matrix in their text-book. They say 
...the content of the book is closely tailored to fit 
the Queensland Year 9 and 10 Syllabus. (Emphasis theirs) 
Eshuys and Guest (1978) make no mention of the Citizenship Education 
Syllabus, but there is clear correspondence between chapter headings and 
the horizontal axis of the matrix. Chapters 1 and 10, 'Introduction' and 
'Current Affairs', are the only two not explicitly mentioned in the matrix 
themes. 
The influence of the syllabus is acknowledged by the two earliest 
authors of Citizenship Education text-books for Queensland secondary schools. 
Maranta (1966:4-5) uses expressions such as 'As the syllabus recommends...', 
and 'The Syllabus lays down that...' in such a way that the strong connection 
between the syllabus reconmendations and his responses as an author are 
obvious. Muller (1966:unpaginated introduction) is in a similar position 
with expressions such as 'In keeping with the spirit of the Syllabus...', 
and 'The sequence of topics presented in this book is much the same as that 
shown in the Syllabus'. 
The strong influence of the matrix over text-book writers in Citizenship 
Education will be further examined in section 10 which presents the data from 
interviews with the authors. 
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3. Size of Text-books 
The number of pages in the text-books varied considerably. The earlier 
books are longer and more text-oriented while the more recent books are 
shorter and contain less written text. The number of pages in each of the 
text-books are shown below. Indices, and vocabularies or sumnaries which 
appear at the end of the books were not counted. 
NUMBER OF PAGES IN EACH OF THE TEXT-BOOKS 
Maranta (1966) 360 pages 
Muller (1966) 307 pages 
Driscoll (1976) 323 pages 
Mahoney I (1977) 183 pages ^  _ ..^o r,^„^. 
Mahoney II (1978) 199 pages J " ^^"^ P^^^^ 
Eshuys and Guest (1978) 276 pages 
Roblin (1982) 214 pages 
Wilkinson, Paul, and 
Shearer (1983) 219 pages 
Figure 5.5 
A trend can be seen towards smaller text-books. Mahoney's (1978) two 
part text-book is by far the largest with 382 pages and Roblin (1982) is the 
smallest with 214 pages. Wilkinson, Paul and Shearer (1983) is also 
comparatively short with only 219 pages. The most popular text-book, that 
of Eshuys and Guest (1978), f a l l s between the longest and the shortest with 
276 pages. 
The move towards smaller text-books may be interpreted as a reduction 
in control by their authors over the knowledge associated with Citizenship 
Education. Less knowledge wri t ten into the text-book requires more 
curriculum development at the school leve l . The trend towards reduced size 
of text-books encourages greater variety of content and methods in classrooms. 
This variety occurs in the absence of prescript ion, and favours the 
ideological tenets of the New Class. A text-book-dominated subject would 
generate conformity which would favour the Fundamentalists, 
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4. From Citizen to Individual 
The first research strategy was a word count to determine the relative 
frequencies of occurrence of the concepts 'citizen' and 'individual'. 
Figure 5.6 shows the occurrences of these concepts in each of the syllabuses 
as well as the number of pages in the syllabuses. The number of pages in 
each syllabus allows the relative density of occurrence to be estimated. 
FREQUENCIES FOR 'CITIZEN' AND 'INDIVIDUAL' 




















While it is obvious that syllabuses have grown larger over the years, 
several points which are not apparent from the display of information may 
be established from this fact. First, while the 1966 and the 1975 syllabuses 
are only different in length by one page, significant changes occurred as a 
result of syllabus construction being moved from the Department of Education 
to the Board of Secondary School Studies. The format and the orientation 
have changed since 1975 when the move took place. Second, following the 
placement of syllabus responsibilities with the BSSS , an overhaul of all 
the existing syllabuses with the BSSS. authorization occurred. In the case 
of Citizenship Education a dramatic replacement of 'citizen' by 'individual' 
took place as can be seen from Figure 5.6. The new referent became the 
'individual'. 
These changes in the orientation of the syllabus in Citizenship 
Education clearly support the contention that there are new influences on 
this subject. These influences stem from the New Class seeking to create a 
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beneficial and receptive environment. The changes also support the conten-
tion that liberal ideology has contributed to these changes. The central 
tenet of liberalism is 'the individual', and the progressive feature of the 
'individual' in the syllabuses demonstrates this strong relationship between 
the syllabus and this concept. Such a relationship can only serve to reduce 
the influence of Fundamentalist ideology on Citizenship Education. 
5. Thematic Structural Analysis (TSA) 
The finding that there had been a dramatic shift from 'citizen' to 
'individual' provided encouragement to pursue the contentions further. 
The TSA was used to identify the ideological bases of textual materials, 
The bases sought were those identified in Chapter Three with the Fundamental-
ists and the New Class. The procedures involved in TSA are detailed in 
Chapter Four. Thematic elements and their ideological bases are presented 
in this section. The factors and their respective weightings are contained 
in Appendix A. 
The TSA was applied to selected sections of text-books in order to 
identify themes. The themes represent the core of substance in the text. 
Identifying the ideological bases of themes is a systematic means of 
recognizing the ideological underpinning of the text at large. Analyses 
were made of the first syllabus (1966), the current syllabus (1981) and two 
widely circulated examples (Workbook I and Workbook II) of how the 1981 
syllabus could be converted into school courses. 
The detailed analysis of the text-books will be presented first, 
followed by analyses of the syllabuses and the workbooks. The thematic 
elements and the interpretations of the ideological bases will be described 
following each presentation. 
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Muller, C K . (1966). Citizenship Education. Jacaranda Press: Brisbane. 
Chapter 4: 'Functions of Government' 
Thematic Elements Ideological Base 
It is important to apply, carry out and 
perform the duties of government. 
Broken rules need to be punished by a judge 
and applied to people and organizations. 
Meetings of members in clubs and committees 
function as a judiciary. 
The Australian High Court is a Federal concern. 
Legislative body elected by the state. 
Obedience in school or decision to punish. 
The form of government in the community. 
Represent the people to carry out government. 
Executive decision for groups is a committee 
function. 




















Comment: (on Muller, 1966 and Figure 5.7) 
This chapter from Muller (1966) presents knowledge of government in a 
descriptive and uncontested form. The ideological base of this chapter is 
conformity. The language and the style lead the young learner to the 
conclusion that there is no other version than that offered in the chapter. 
The author admits to these observations in his Introduction (Muller, 1966) 
where he says '...the treatment of the various topics in this book has been 
kept simple'. A simplicity, which denies critical analysis and presents 
'what is' as 'what should be', is fertile soil for the Fundamentalist 
ideology. 
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Maranta, Barry D. (1966). Citizenship. William Brooks: Brisbane. 



















Cabinet Ministers and public servants in federal 
departments have special functions. 
Meetings of committees for the general program 
of a club relies on members. 
Development in the whole process of law-making 
relies on organizations. 
Rules for students at school stem from acts of 
law designed for such groups. 
Breaches of rules and obedience are important 
aspects for persons to consider. 
Branches of the community are controlled through 
organization and operation of government. 
Elected legislature is state house with executive. 
Principals of schools make responsible decisions 
as persons. 
Australian legal issues and courts. 
Council inspectors and magistrate court. 
Local types of government and Commonwealth 
activities. 
Cases regarding areas of judicial operations of 
government. 
Task of representatives as a Federal act. 
Parliamentary proposals by Members. 
Body with elected Members. 
The operation of government and judicial issues 
in the Commonwealth. 
































Maranta, Barry D. (1966). C i t izensh ip . Wil l iam Brooks: Brisbane 
Chapter 5: 'Franchise-Study of Electoral Procedures' 
Thematic Elements Ideological Bases 
Ballot paper used to vote by voters is supervised 
by Presiding Officer. 
Presiding and Returning Officer for the district. 
Name and number on election rolls. 
State electoral form for persons. 
Counting preferences gives a candidate the 
majority. 
Government voting system by election. 
The majority receives the total government. 
Votes cast on election day. 











Maranta, Barry B. (1966). Ci t izenship. Wil l iam Brooks: Brisbane. 
' Introductory Note to the Study of Governments in Aus t ra l i a ' 
Thematic Elements Ideological Bases 
- - " " - • — — - ^ ' ~ ^ ^ •" 
Committees work with council members. 
City of Brisbane and a number of towns. 
Government at state, federal and local levels. 
Property and rate charges. 
Rate of public health provisions. 
Shire and municipal areas. 
The Act of municipalities made local councils. 
Money provided each year. 
Election by local people. 













Maranta, Barry D. (1966). C i t i zensh ip . Wil l iam Brooks: Brisbane, 
Chapter 8: 'Our Leg is la t ive Centre-Parliament House' 
Thematic Elements Ideological Bases 
Coalition parties of state Members 
Speaker of the House and Members vote. 
Time given to bills and votes. 
Parliament of Queensland is a state House. 
State Government and Opposition Members. 








Maranta, Barry D. (1966). C i t izenship . Wil l iam Brooks: Brisbane, 
Chapter 9: 'The State 's Execut ive-Po l i t i ca l and Admin is t ra t ive ' 
Thematic Elements Ideological Bases 
Governor leads Executive Council. 
Cabinet decides policy of Government. 
Queensland State Government. 
Government party. 







Maranta, Barry D. (1966). Citizenship. William Brooks: Brisbane. 
Chapter 21: 'The Constitution of the Commonwealth of Australia' 
Thematic Elements Ideological Bases 
The NSW Government is for most people. 
Federal section of power. 
Comnonwealth of Australia. 









Maranta, Barry D. (1966). Citizenship. William Brooks: Brisbane. 
Chapter 22: 'Our Federal Government - Its Constitution' 
Thematic Elements Ideological Bases 
House of Representatives and Senate have power. 
Political legislation is made during the year 
by Senators. 
Cabinet Minister of country's party. 
Questions in Parliament by Members for 
Departments. 
Electorate has a number of population. 
State and federal Government in our country. 
Federal Constitution, 
Australian Government has Departments. 





















Maranta, Barry D. (1966). C i t i zensh ip . Wil l iam Brooks: Brisbane, 
Chapter 23: 'The Workings of Our Federal Government' 
Thematic Elements Ideological Bases 
Ballot papers for Senate elections by voters. 
House of Representatives, the electorate and 
the number of members of Parliament. 
Public servant is a person who gives service. 
Departmental services by Commonwealth 
Departments. 
Votes for candidates are counted in elections. 
The state electoral boundaries over time. 
Constitution provides the form of government 
for the people. 
Years of government for the Australian people. 
Australian Government over time. 













Comment: (on Maranta, 1966 and Figures 5.8 - 5.15) 
As with Muller (1966), the chapters from Maranta (1966) are descriptive 
in nature and offer little in the way of critical observations or alternative 
perspectives. Only four ideological bases were not assigned 'conformity' in 
their orientations. In one instance, the ideological base was 'individuality' 
because the thematic element refers to a school principal making responsible 
decisions (Chapter 4: thematic element 8 ) . In two other instances, the 
reference is historical so the ideological bases are 'past'. These chapters 
generally present citizenship issues as uncomplicated and virtually free 
from conflict. 
The text-books by Muller (1966) and Maranta (1966) were produced in 
the same year as the Citizenship Education syllabus was introduced to 
secondary schools in Queensland. They were more content-oriented than many 
of the text-books which were yet to come. Content imposed on the learner 
without encouragement to challenge many of the conceptual inclusions such 
as whether institutions are useful to public life, fosters acceptance of the 
status quo. Fundamentalist ideology is well-served by such text-books. 
The didactic style in both text-books sets the referent for subsequent 
analyses of later materials. The Fundamentalist bias towards conformity is 
very strong in the selection from Muller (1966) and in the extensive 
selections from Maranta (1966). Maranta, in particular, gives little ground 
to the interests of pupils as individuals. Rather, the contents are 
presented in a dry and factual method which is committed to the transmission 
of 'important knowledge' in an 'objective' way. The words 'factual', 
'important knowledge', and 'objective', have many versions, but Fundamenta-
list ideology makes wide use of these terms. Representations of their use 
in text-books would be endorsed by Fundamentalist ideology. 
The TSA of chapters from Muller (1966) and Maranta (1966) show the 
Fundamentalist influence over the text-book genre of their period. This 
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evidence serves as a point of comparison for the first contention. These 
text-books provide examples produced in the first year encompassed by this 
study. As such, they can be used as yardsticks when examining changes in 
subsequent text-books and other materials used to teach Citizenship 
Education. 
Driscoll, John (1976). The Citizen in Society. Macmillan: Sydney, 






















Students of each year study at secondary school. 
Fees are charged for letters and articles posted. 
Government powers at both State and Federal 
(levels). 
Receipt shows register of article and delivery. 
Local authority areas are administered by 
councils. 
Paid delivery designed for sender. 
Number and address of facilities and services. 
Ordinary money order used by sender for overseas. 
Administrative office work of Justice Department. 
Country and overseas mail in Australia. 
Town's main roads are federal responsibility. 
Magistrates in courts apply laws. 
Education responsibilities of secondary schools. 
Mail bags are special facility. 
Provision for Post Services. 
Governments make and build roads. 
People all fill forms. 
Other letter rates. 
Division of department 
























Comment: (on Driscoll, 1976 and Figure 5.16) 
This text-book was the first important addition to Citizenship 
Education text-books following Muller (1966) and Maranta (1966), though it 
too stayed within the provisions of the syllabus. Driscoll (1976) continues 
a descriptive and conformist presentation of government and its activities 
similar to that of Muller (1966) and Maranta (1966). This is shown by the 
ideological bases of the thematic elements. The same assumptions about the 
positive worth of government and its institutions and services permeate this 
section of the text-book. Themes regarding the powers of state and federal 
governments and the services provided by governments are treated as 
unquestioned information. 
Unit C of Driscoll (1976) contains the type of contents which contrib-
uted to the image of Citizenship Education being dull and mechanical 
(Alexander, 1982). Unit C contains four chapters: 'How Government Works', 
'Services by Local Government', 'Services by State Government', and 
'Services by the Federal Government'. These topics were endorsed by the 
syllabus for which the text-book was written. The thematic elements show 
that the character of these chapters is descriptive. The ideological bases 
show that the treatment is conformist. 
Conformity is implicit in the presentation of content in a conflict-free 
format oriented to the structures and functions of government. A typical 
example of the presentation is 'The Federal Government has the right to make 
decisions that affect all Australia' (p,52). Another example is 'On 
Completion of Grade 8, students elect to follow one of six offered courses -
General (Academic), Technical, Commercial, Homecraft, Agricultural and 
Special' (p.75). While both examples are accurate, they are also rigid. 
The word 'right' in the first example, and the world 'elect' in the second 
example, demonstrate a tendency to overstate positions. In Fundamentalist 
ideology, such overstating is used to reduce questioning. 
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An original contribution by Driscoll (1976) is that of placing the 
'citizen' as the beneficiary of the text-book's contents. The thematic 
elements in this Unit illuminate the range of services a citizen receives. 
This represents a hiatus between the way the 1966 books presented the 
'citizen', which was a theoretical entity, and the 'citizen' in Driscoll 
(1976) which is never fully defined but is presented as the recipient of 
what governments do. This is illustrated by Unit titles (Driscoll, 1976:iii) 
such as 'The Citizen and the Local Community', 'The Citizen and Government', 
and 'The Citizen in Other Countries', 
Driscoll (1976:88-89) uses case studies such as 'What is a Cop?' and 
numerous extracts such as 'Where did you put that winning Casket ticket?' 
These offset, to a large degree, the conformist bases related to the 
Fundamentalist ideology. Case studies and extracts produce a strong element 
of pluralism and variety of thought which support the New Class ideology by 
giving alternative viewpoints. However, a strong bias in favour of existing 
institutions of government pervades the sections analysed. 
The first contention that influences are changing is illuminated by 
this analysis. Though Driscoll (1976) was published ten years later than 
the original text-books, the forceful, unequivocal and descriptive accounts 
of public life are still present. However, there is an increase in liberal 
tenets. The focus on the 'citizen' gives greater attention to the place of 
the individual in public life. The 'citizen' is still a conformist 
construct, but this represents a shift from those text-books which alluded 
to no beneficiary at all. The shift signified the growing influence of 
liberalism in Citizenship Education materials. 
Comment: (on Mahoney, 1978 and Figure 5,17) 
The material from Mahoney (1978) is from You_, the Nation and the World 
which was intended for pupils in year 10 Citizenship Education. This text-
book, and its companion. Family, Community and State (1977), represented the 
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second serious challenge to the dominance of Muller (1966) and Maranta 
(1966). 
Mahoney, David (1978). You, the Nation and the World. Methuen: Sydney, 

















The course at school for the wise students. 
Women and men in employment positions. 
The means and interest for the job you like. 
An experience with work for students. 
Suitable jobs suggested by employment officer 
helps choice. 
Requirements (for jobs) from C.E.S. office 
for you. 
Results to various employers. 
Questions for you to think about. 
Your teacher and job skills. 
Problems of society and the group. 
Leavers and important interviews. 
Young people and skills. 
Use careers of each group of jobs. 
Studies find out and help you to know. 
Advertisements of other jobs and skills from 
employers. 
The wisely chosen job for you. 
Help and assistance from the C,E,S. 
An occupation and more choice. 
Workforce is important to college students. 
Personal employment and (advice about) 























Mahoney's (1978) book presents an orientation which has grown into a 
convention over the years. Much of the text is directed to the pupil as 
an individual, and there is much more use of the pronoun 'you' than in the 
previous text-books. This is shown by the more numerous ideological bases 
categorised as 'individuality'. What is signified by this is a change in 
orientation away from the focus on prescriptive behaviours towards a 
questioning stance and multiple choice of behaviours. 
Mahoney (1977, 1978) was not widely used in schools because of the 
dramatic change in syllabus orientation following soon after the release 
of his text-book. It adequately reflects the syllabus for which it was 
designed, but it does not sufficiently reflect the current organization 
around the matrix . 
Presenting two text-books for Citizenship Education, one for Year Nine 
and one for Year Ten, meant more textual material was available. This is 
significant in view of the move towards less content and more pupil-centred 
activities in the more recent text-books. Mahoney (1977, 1978) has not 
ignored the activities, but his text-books provide much more detail than the 
others analysed in this study. 
As well as the more personal orientation of Mahoney's (1978) text-book, 
it also broke with the descriptive, non-challenging approach to Citizenship 
Education. Provocative and controversial issues are raised in regard to 
employment. For example, the question is asked, 'Why do you think there has 
been such a large increase in the number of married women in paid work?' 
(Mahoney, 1978:42), Such questions are not to be found in the 1966 text-
books . 
The emphasis on individuality and jobs found by this analysis signalled 
a break with the former descriptive text-books which had avoided controversy 
Clearly, this change in direction favoured the ideological tenets of the 
New Class because it opened up plurality of thought and choice for the 
learners. Almost any challenge to the Fundamentalist ideology represents 
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an erosion of influence by the very fact that a challenge, rather than an 
unquestioning compliance has. been made. 
Because the chapter 'Becoming an Employee' (Mahoney, 1978) is about 
employment, it has an implicit bias towards the New Class. This was not 
offered by the earlier text-books. Consequently, the mere existence of such 
a lengthy chapter argues favourably for the first contention that the 
influences on Citizenship Education are changing. 
The remaining contentions are also supported by the data from TSA. 
The language referred to in the second contention features the concept of 
the 'individual' which is an extensive focus in Mahoney (1978). The third 
contention is supported by the reduced occurrence of Fundamentalist 
ideological bases. The fourth contention is also strengthened by this 
analysis, bearing in mind that it was written at a time mid-way through the 
period of this study. This text-book was written in 1978, and a statement 
on the fourth contention must be reserved until the final data are analysed. 
Comment: (on Eshuys and Guest, 1978 and Figure 5.18) 
Eshuys and Guest (1978) is the first of the text-books for Citizenship 
Education to use the matrix from the 1977 Syllabus. As shown earlier 
(Figure 5.4), the table of contents corresponds closely to the horizontal 
axis of the matrix. This confirms the belief that the syllabus document 
generally, and the matrix specifically, had been instrumental in the 
organization of contents chosen by authors. 
Eshuys and Guest (1978) contains larger print and less text per topic 
than the previous text-books. This suggests a concern for the less 
interested and possibly slower learner. Other text-books had stressed the 
importance of the contents, while Eshuys and Guest (1978) shows a greater 
awareness of the need to cater for a wide range of learning abilities among 
students of Citizenship Education. 
WM. 
Eshuys, Joe and Guest, Vic. (1978) 
Jacaranda Press: Brisbane. 
Chapter 5: 'Power and Authority' 
Thematic Elements 





















Preference for a candidate is decided by 
majority of voters. 
The Public Service of the Commonwealth of 
Australia. 
Senate and House of Representatives pass 
legislation. 
Countries are represented in assemblies of 
nations. 
Ballot papers for voting at polling booths. 
The right, in Britain, to vote. 
Federal Constitution of the Government. 
British established Australian colonies. 
Pressure groups and power. 
Ministers of the Cabinet have Departments. 
State Houses have Assemblies in their 
Pari laments. 
Governor-General and Parliament have power. 
Election is run by Officers on Polling Day. 
Courts and persons have power in cases. 
Members in the United Nations and the numbers 
elected. 
Police control with different powers. 
Names of voters in Australia. 
Voting system decides who is elected. 
Electorates of persons who are voters. 
Laws are passed for public order. 
Look at different functions of the United 
Nations 
People and government 



























The chapter contains information on governments and their activities 
under the heading 'Power and Authority'. As the thematic elements show, 
the chapter is organized around concepts normally associated with government. 
This organization is supported by the thematic elements which also consist 
of conventional contents about power and authority in this chapter. Voting 
procedures and structural aspects of government are consistent ingredients 
in such courses. 
The unambiguous nature of the contents enables most of the thematic 
elements to be assigned to the ideological base of 'conformity'. As in 
earlier analyses, the ideological tenets of the Fundamentalists are more 
widely supported than those associated with the New Class. To a large 
extent, this is due to the dominance of the matrix in the organization of 
the contents, and to the straightforward method in which the contents are 
presented. 
An important progression from previous text-books is the sharper focus 
on the individual pupil. This progression parallels that of the successive 
syllabuses as shown in Figure 5.7. The title of the text-book, You Are A 
Citizen, carries the emphasis on 'you' and this is sustained throughout the 
topics. There is still a general orientation towards governments and their 
exercise of power and authority, but there is sufficient concern with 
directing content towards the lives of the pupils to constitute an on-going 
shift in focus from citizen to individual. 
The first contention is further supported by this analysis. The 
Fundamentalist influence is confirmed by the conformist nature of the 
thematic elements, but there is an emphasis on the individual learner. The 
tension between the two emphasises the existence of change. 
The second, third and fourth contentions also are strengthened by this 
analysis. Liberal ideology emerges in the form of a 'balanced' approach to 
politics and government in Australia. This approach provides an environment 
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which is useful to the New Class. Increasing evidence of choice is favour-
able to the New Class ideology. Thus, the accumulating data contribute to 
the fourth contention that the major ideological influences on Citizenship 
Education are beginning to favour the New Class. 
Roblin, Rob. (1982). Concerning Me. Longman Cheshire: Melbourne. 
Chapter 3: 'Education: Learning About Life' 











Children without parents and families in foster 
homes, socialization by government, different 
teachers. 
Influences of peer group, authority and society. 
Community is people in a place. 
The job is important to me because to work is 
to think. 
Learning is a journey of life by citizens. 
You know about yourself. 
State and private schools in Australia. 
Education is all the time for most people. 
Difficulties for teachers and students. 
Train and study to prepare for life. 
Provide for the good of society is the 
reason to learn. 
Skills and knowledge for other changes. 
Society expectations of most citizens. 
Other forms and uses of punishment. 
Areas of work for groups. 
Class behaviour in relation to learning. 
Need to know your area. 
Your discussions and thinking over time. 






















Comment: (on Roblin 1982 and Figure 5.19) 
This chapter from Roblin (1982) conforms to the matrix heading of 
'Employment'. However, the topic is personalized in ways typical of recent 
text-books. In the second thematic element, for example, the concept of 
'Authority' is dealt with in the form of smaller groups more familiar to 
the age group of Citizenship Education pupils. 
The ideological bases, 'individuality' and 'jobs', are more prevalent 
in this text-book due to the consistent focus on the individual pupil. Both 
jobs and individuality are present in thematic element number four. Because 
the accent is on me_ (the pupil), the ideological base is individuality. 
The explicit and implicit orientations in this chapter are towards the 
pupil as an individual. The approach stresses the individual as a thinking 
person, who is semi-autonomous. Such characterization was not found in 
earlier analyses. The emphases in thematic elements 4, 16, 17 and 18 are 
evidence of this. 
Logically, emphasis is put on the need to conform as a member of 
society, but there is more attention to individuality in this chapter. This 
progressive drift away from the narrow and rigid presentations, which favour 
the Fundamentalist ideology, supports the first two contentions of this 
study. There is evidence of changing influences and increased use of liberal 
language which potentially extends an invitation to social groups to 
contribute to curriculum development. The detailed treatment of employment 
shows how the New Class ideology is making advances. 
The third and fourth contentions are also supported by this analysis. 
The increased attention given to employment complements the New Class 
ideological tenet of professionalism. The waning influence of Fundamentalism 
allows space for this provision, and this change of influence accords with 
the third contention. Evidence for the fourth contention also comes from 
this analysis due to the promiscuous nature of liberalism. It is available 
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to serve whatever social group features the individual. In this case, it 
is the individual as an employee. Both liberal ideology and the New Class 
emphasize this concept. 

















Thematic Elements Ideological Bases 
Our opportunity in Australian schools is 
provided by the State. 
The topic is developed through notes. 
Community co-operation by a variety of local 
citizens will be discussed. 
The local authority is a council which 
provides services. 
Meeting procedures with motions from students. 
Information from Departments and others. 
Current affairs for discussion. 
Organization around citizenship in the syllabus. 
Rules need to be examined by consumers. 
In particular, course should give discussion 
of current event topics. 
Elections function as a means of providing a 
Government for the State. 
Finance and taxation of the public are examined. 
Education services are provided. 
Health of the public and Commonwealth 
involvement. 
Family is considered as a group in the syllabus. 
Broadly treat co-operation. 
There should be group activities for students. 
The course educates students about elections. 






















Comment: (on 1966 Syllabus for Citizenship Education) 
This was the first syllabus for Citizenship Education in Queensland. 
It contains yery little prose in its presentation. Rather, it consists of 
tabular statements under various bold print headings. This does not affect 
the thematic elements since they represent the essence of the content. 
The 1966 Citizenship Education Syllabus was a prescriptive document 
which featured sixty-two topics plus 'one period per week for the discussion 
of current affairs'. Most approaches to teaching were determined by the 
syllabus document. For example, the following suggestion appears in the 
'Notes' on the topic 'Local Authority'. 
Stress that co-operation with the local authority is 
the outgrowth of right attitudes in the family. . . . 
This statement parallels much of the thinking which was presented in the 
previous Chapter about the family in Fundamentalist ideology. The 
implication is that if young people do not get the right attitude from the 
family they will not co-operate with authority. The dynamics of today's 
family with high instances of breakdown and an increasing percentage of 
single-parent families runs contrary to the nexus between right family 
attitudes and good citizenship suggested by this syllabus. Such a heavy 
reliance on the family is not found in New Class ideology. 
Much of the rhetoric about Citizenship Education in the Western world 
contains the implication that democracy is important to the way of life in 
liberal societies. Whi-le this sentiment may be imputed to the 1966 syllabus, 
it is important to note that the term 'democracy' does not appear at all 
in the document. The absence of such a concept with its myriad of 
consequences provides opportunities for domination by narrow views such as 
those identified with the Fundamentalist ideology. The control over 
contents and processes of learning is chief among these. 
The 1966 syllabus was the first in Citizenship Education in Queensland, 
and it helps set the condition against which the contentions are considered. 
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This syllabus is inflexible in the organization of its contents. Fourteen 
of the thematic elements refer directly to the contents, while the remainder 
deal with the organization of the course. This approach blends well with the 
objectives model of curriculum dominant during this period. The consequence 
of this is that most important curriculum decisions are made outside the 
classroom. This secures a Fundamentalist view of controlled learning for 
correct citizenship. Such a view characterizes the first syllabus. 
Board of Secondary School Studies (1981). Draft Junior Syllabus in 














Children learn roles in their families. 
Community groups as local organizations. 
National education in Australia. 
Employment provided as a topic between each of 
the syllabus years. 
State school education. 
International world controls. 
Communication and transportation systems. 
At all levels in the course students have and 
know their rights. 
Becoming an aware individual. 
The skills needed by students. 
Develop the needs of the individual. 
Assessment by teachers of students. 
The use of information to organize study. 
Economic role of government with citizens. 
Other cultures and organizations. 
The citizenship course is a study of society. 
To understand protection in society. 
Maps to make and use. 
The study of social services and rights. 























Comment: (on 1981 Syllabus for Citizenship Education) 
The current syllabus, developed in 1981, was built on 15 years of 
Citizenship Education in Queensland. The earlier, 1966 syllabus was 
commissioned by the Department of Education while the 1981 syllabus was 
produced by the BSSS. The TSA revealed several important advances which 
occurred between 1966 and 1981. The advances are concerned with orientation 
and content. 
The important shift in focus from the 'citizen' to the 'individual' as 
noted in Phase I of this research is shown in these data. The liberal tenet 
of the 'individual' pervades the 1981 syllabus making it a useful tool of 
New Class ascendancy. This can be seen in several of the thematic elements 
which explicitly or implicitly contain a personal focus. This is particularly 
true in the area of skills development by individuals. This was not part 
of the earlier syllabus. Even in some thematic elements where the ideolog-
ical base is conformity, the mandate has weakened. Such is the case, for 
example, with thematic elements 10 and 17. Neither relates directly to the 
individual pupil but language such as 'skills needed' and 'understand' 
suggest this is the case. 
Other important changes occurred over the 15 year period. Three of 
these changes are worth noting in terms of their manifestations in the 1981 
syllabus. 
The first important change was the matrix . Though the matrix first 
appeared in the 1977 syllabus, it was given more attention in the 1981 
syllabus. In this 1981 syllabus the matrix is introduced on page 5 and then 
influences the syllabus from.pages 8-44 with the contents being various ways 
the matrix can be construed. These pages provide possible ways for teachers 
to deal with the forty-eight cells in the matrix. The vertical 'structures', 
as shown in Figure 5.1 are dealt with sequentially under the heading 
'Specific Objectives' and 'Suggested Content Matter'. 
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The second important change is that the 1981 syllabus has greater 
breadth than the 1966 syllabus. The 1966 syllabus contained little in the 
way of explanation of contents and nothing in the other topic headings which 
have become the standard format of BSSS syllabuses. In contrast with the 
1981 syllabus, the 1966 syllabus had no table of contents. The table of 
contents of the 1981 syllabus appears below. 
JUNIOR SYLLABUS IN CITIZENSHIP EDUCATION (1981) 
1. Rationale 
2. Global Aims 
3. Organization 
4. Suggested Teaching Approaches 
5. General Objectives 
6. Learning Experiences 
7. Evaluation 
8. Source Materials 
9. Matrix Contents 
The Nature and Origins of Citizenship Education 
A. Finance 
B. Transport and Communication 
C Protection 




H, Social Conscience and Human Relations 
10. Assessment Techniques and Criteria 
11. Sumnative Assessment Criteria 
12. Selected Skills for Citizenship Education 
13. General Study Skills 
14. Specific Citizenship Skills 
Figure 5.22 
These headings present many opportunities for developing curricula 
aimed at students in specific schools. By comparison, the 1966 syllabus was 
monolithic and centralized. Two features of the 1981 syllabus which signal 
the influence of the New Class on curriculum development can be seen in the 
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table of contents. One feature is the broader range of carefully considered 
concerns which testify to the increase in professionalism associated with 
curriculum development. This increase stems from increased pressures put 
on curriculum from a more involved community and it also stems from a higher 
regard for professionalism by curriculum developers themselves. Profession-
alism is a very firm New Class attribute. The other feature which expresses 
New Class elevation is the degree of variety and plurality which weaken the 
Fundamentalist ideology in such a syllabus. Such invitations to teachers 
to be innovative and stimulating cannot be found in the original syllabus. 
The third important change was the preference for democracy as the 
desired form of government. Thematic elements 6, 11 and 19 are explicitly 
associated with 'democracy' in the syllabus. The term appears a total of 
ten times and its presence is assumed many other times. There is no 
challenge to democracy as the best form of government. It is presented as 
a given to which no issue is to be taken. Democracy emerges as an unequiv-
ocal value position in this syllabus. 
The data from the TSA of the 1981 syllabus tend to confirm the conten-
tions posed early in this study. They show changing influences on Citizen-
ship Education, the ability of liberal ideology to expand curriculum, the 
decline of the Fundamentalist influence, and the increasing exposure of 
New Class tenets in Citizenship Education curriculum due to the assistance 
of liberal Ideology. 
Comment: (on Work Program I and Figure 5.23) 
This work program in Citizenship Education is one of two which were 
circulated to schools in 1981 after the introduction of ROSBA. It was 
circulated by the Secondary Education Division as an example of a program 
where 'accreditation of the BSSS is most likely'. As such, it represents 
a studied interpretation of the syllabus. 
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Board of Secondary School Studies (1981). Junior Citizenship 
Education. School Work Program. 
Thematic Elements Ideological Bases 
Tests of semester work include individual 
research, objective tests, pages of assignments 
with extensive writing exercises using 
practical forms. 
Levels of achievement in the course show the 
students' ability in the areas of researching, 
evaluating and expressing issues. 
The role, duties and rights of citizenship 
and the citizen in society. 
The criteria for skills, ability, content, 
and process objectives. 
Semester units in the year's program. 
The work program for the subject Citizenship 
Education. 
Discuss and develop the use of skills. 
Knowledge of issues and understanding of 
values. 
The general course and process objectives. 
Concept of the role of the family. 
Apply individual understanding and skills 
(to problems). 
Make a study of areas of education. 
Understanding of subject and citizen. 
Evaluate from information sources. 


























The thematic elements generated by TSA bear out the intentions of the 
syllabus and show a more pupil-centred approach. Such a sensitivity for 
individual needs can be seen in thematic elements which refer to a wide 
range of skills and ability levels. Such a range allows selections to be 
made for individual pupils. Even when 'citizen' is used in place of 
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'individual' it is a personalized notion of a citizen rather than an 
abstract model. The third and thirteenth thematic elements are examples of 
this. 
While there are no comparable work programs available from 1966, 
several departures from the way the subject was organized can be noted. In 
the earlier part of the twenty years under study, syllabuses were silent on 
many of the issues of concern today. Neglect of curriculum elements by the 
1966 syllabus, plus the low status of Citizenship Education, meant it was 
seen as an unimaginative subject in many schools. The current syllabus 
has, at least, attended to more elements of the curriculum, as shown by this 
work program. Assessment, for instance, is a greater concern, with sections 
of the work program being verbatim statements of assessment from the 
syllabus. Also, increased concern for pupil activities is a feature of the 
present course as disclosed by this work program. 
Thematic elements 3, 13 and 15 acknowledge that Citizenship Education 
has a social role. This is highly relevant in this study because the social 
role is one of acquainting young people with wider expectations than was the 
orientation of previous courses. A social role contributes to raising the 
low status typically assigned to Citizenship Education. Such a role has 
not been denied in the past, but neither has it been emphasized. 
This work program reflects the increased professionalism associated 
with curriculum construction. Accommodating a wide range of teacher concerns 
as well as recognising the worth of collaborations among teachers is evidence 
of this. The work program contains technical vocabulary which is often 
specific to curriculum development. Skills, processes, evaluation and 
objectives are typical of the emergent vocabulary which teachers use in 
their professional circles, which adds evidence to Gouldner's (1979) claim 
that the New Class possesses a culture of critical discourse (CCD), as 
elaborated in Chapter Two. 
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While conformity remains the most prominent ideological base in this 
work program, there are strong swings towards skills and away from the 
acquisition of content. These swings emphasize the autonomous, decision-
making nature of citizenship supporting the rise of New Class ideology. 
Such inclusions with a New Class bias offer weight to the contentions. The 
data from the TSA support the contentions, and particularly the last two. 
This work program clearly contains more New Class influence than the 1966 
text-books or the 1966 syllabus. Also, the existence of liberal rhetoric 
in the workbook is linked to New Class interests. 
Comment: (on Work Program II and Figure 5.24) 
This work program was also circulated by the BOSSS to schools seeking 
assistance with bringing their Citizenship Education courses up to the 
expectations set out in ROSBA procedures. The overall quality of the 
Departmental work program is inferior to that of the BSSS work program as 
evidenced by less extensive treatment of a narrower range of topics than the 
BSSS work program. Consequently, teachers gain less help from the 
Departmental program. However, it does clearly relate to the syllabus 
guidelines and the matrix structure. This provides additional evidence of 
the increasing professionalism involved with curriculum development. 
Thematic elements one and eleven are explicitly supportive of New Class 
ideology because of their stress on individuality. Other thematic elements, 
whose ideological bases are classified as conformity, still offer an 
emphasis on skills, knowledge, and understandings which typify the New Class 
position of empowering individuals to be more autonomous citizens. Thematic 
elements 4, 5, 7, 11, 13 and 17 are examples of this. 
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Work Program for Citizenship Education. No author, date or place 
of publication is given. Ussued by Queensland Department of 





















The assessment of general processes, skills 
and other objectives. 
The family, citizen and community are discussed 
along with nations and all states. 
The semester and year organization of 
Citizenship Education and the use of resources. 
Writing and using relevant forms.. 
Paragraphs on current affairs. 
Possible learning experiences. 
Ability to select materials. 
Studying gives knowledge of society. 
Jobs and work involve rights. 
Make decisions about Australia. 
Assessment questions in paragraph form. 
Finance from State government. 
Group discussions on the world. 
Relevant questions on the role of society and 
the citizen. 
The social unit. 
Studies of world environment. 
Discussions of schooling and education. 
























g.^  Consolidated Findings From Thematic Structural Analysis (TSA) 
The TSA provides a condensed reconstruction of the ideological bases 
which influenced the creation of the selected textual materials. From this 
can be drawn finely focused insight on the contentions. The TSA revealed 
trends in textual materials used in Citizenship Education. These trends 
tend to support what has been hypothesized about change in Queensland 
society as it is recorded in curriculum development over the twenty years 
under study. These trends will be used to elaborate the contentions 
presented in Chapter One. 
Changing influence on Citizenship Education by Fundamentalists and the 
New Class, as asserted in the first contention, is established by the 
progressive diversity and plurality of content and style of presentation of 
materials used in Citizenship Education. In the early years of the period 
under study, the Fundamentalist influence caused the text-books and the 
syllabus to be narrow in perspective. The chapters from Muller (1966) and 
Maranta (1966) contain information about government geared towards the 
maintenance of the status quo. They are generally descriptive and mechanical 
in presentation. Only four of the ideological bases are not classified as 
'conformity', and two of these are classified as 'past' because of the 
historical nature of part of the content. The same Fundamentalist character-
istics are found in the 1966 syllabus. Only one of the thematic elements 
(number 15) was not classified as 'conformity'. It was classified as 
'family', an ideological base identified with Fundamentalists. 
The TSA showed that successive text-books and syllabuses stated contents 
more broadly and became more tolerant of diverse viewpoints. Driscoll's 
(1976) use of case studies and varied extracts presented alternative 
positions not found in the earlier text-books. Mahoney (1978) introduced 
the study of employment in a personalized way not previously seen. The 
ideological base of 'jobs' is characteristic of this chapter, and it is 
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clearly directed at the individual pupil. The chapter from Eshuys and 
Guest (1978) deals with government, as did the chapters from Muller (1966) 
and Maranta (1966). However, the latter chapter addresses power and 
authority of government in a less didactic manner. Questions are posed 
in the thematic elements about pressure groups (number 9), the judicial 
system (number 14), and the reasons for legislation (number 20). As well, 
the study of government is extended to other nations and political parties 
(numbers 21 and 23). Roblin's (1982) chapter on education shows a distinct 
departure from the rigid approach identified with the Fundamentalists.. Many 
of the thematic elements imply open-ended contents. For example, thematic 
elements 5, 6, 9, and 18 are yery flexible about leaving final answers to 
the pupils. Finally, the 1981 syllabus displays a number of progressions. 
The thematic elements extend beyond an outline of content into skill 
(numbers 10 and 13), resources (number 18), and assessment (number 12). The 
TSA provided confirmation of the changing influences as contained in the 
first contention. 
The second contention concerns the role of liberalism in the relation-
ship between social groups and Citizenship Education materials. This is 
not a direct connection, so inferring from the thematic elements had to be 
undertaken. Specifically, the TSA uncovered instances of language from 
liberal ideology in thematic elements, \lery few occurrences were found in 
the earlier materials, but this increased towards the end of the period 
studied. 
There were no instances of liberalism in the thematic elements of the 
earliest text-books in Citizenship Education. More characteristic, and not 
liberal, were thematic elements such as Muller (1966), number 6: 'Obedience 
in school or decision to punish'. Likewise, liberal language did not 
feature in the thematic elements of the 1966 syllabus. None was geared 
towards liberal ideology. 
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While all of the ideological bases from Driscoll (1976) were 
classified as 'conformity', there was an increased regard for variety of 
presentation. Though variety was mainly used with government services, 
there were two thematic elements (numbers 1 and 17) where people as 
individuals were involved. This shows a slight increase in the use of 
liberal ideology. 
Mahoney (1978) contains the first distinctive thematic elements featur-
ing liberal ideology. Prominence of the term 'you' signals a liberal 
orientation. This can be seen in thematic elements 3, 6, 8, 9, 14 and 16. 
The liberal language of many of the thematic elements permeates the chapter. 
Eshuys and Guest (1978) represents a small regression, yery little 
evidence of liberal ideology is found in the thematic elements. Thematic 
element 14 contains reference to the power of people and number 19 refers 
to 'persons who are voters'. Number 22 connects people with government. 
Though not explicitly the liberal 'individual', these references to people 
reflect liberal sentiments. 
The thematic elements in the chapter from Roblin (1982) contain 
several yery strong liberal statements. Thematic elements 4, 6, 17 and 18 
are classified as 'individuality' because the contents are geared toward 
'you'. This is a hallmark of liberal rhetoric. Further liberal orientation 
can be seen in thematic elements which suggest concern for the pupils' 
well-being. Examples of this are thematic element 9, 'Difficulties for 
teachers and students', and thematic element 10, 'Train and study to prepare 
for life'. 
The 1981 syllabus reflects much more liberal ideology than the 1966 
syllabus. The ideological bases derived from the thematic elements contain 
considerable variety. Of the twenty thematic elements, sixteen are 
classified as 'conformity', but this can be expected of a syllabus document. 
The remaining four thematic elements, 1, 4, 9, and 11, concern 'family'. 
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'jobs', and 'individuality'. While not as dramatic as the progressive 
use of liberal ideology shown in text-books, it has demonstrably increased. 
Both work programs to which TSA was applied add confirmation to the 
existence of liberal ideology as an influence on contemporary Citizenship 
Education. While there can be no comparisons over time due to the ROSBA 
work programs being available only since 1981, they can be used to lend 
evidence to the second contention. In work program I, three (1, 10, and 11) 
of the thematic elements were not classified as 'conformity'. 'Individuality' 
is stressed in thematic elements 1 and 11, and 'family' is stressed in 
thematic element 10. The remainder are classified 'conformity', but the 
breadth of concerns plus the variety of treatments argue in favour of 
increased liberalism. Examples of this are shown in thematic element 7, 
'Discuss and develop the use of skills' and thematic element 15, 'Social 
role of citizenship course'. The last is a particularly strong indication 
of liberal influence. Work program II contains indications of liberal 
ideology in such thematic elements as number 6, 'Possible learning 
experiences'. The suggestion is that learning experiences are not rigidly 
prescribed. Thematic element 14, 'Relevant questions on the role of society 
and the citizen', also shows that the contents are not fixed. 
It was posed in Chapter Two that liberal ideology is more conducive to 
comnunity involvement in curriculum development than is conservative 
ideology which has been identified with the Fundamentalists. The TSA 
presents data which support the view that social groups are encouraged to 
participate in curriculum development. In the 1981 syllabus, for example, 
thematic elements 2, 15 and 16 speak implicitly of this connection. 
The decline of influence by Fundamentalist ideology and the rise of 
influence by the New Class on Citizenship Education, as stated in the third 
contention of this study, are supported by the TSA. The earlier materials 
have consistently produced thematic elements classified as 'conformity'. 
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Most of these were inflexible and unchallenged descriptions of content. 
Questioning was not suggested nor implied. This is compatible with the 
narrow and simplistic view of knowledge favoured by the Fundamentalists. 
On the other hand, breaks from the Fundamentalist domination can be seen in 
thematic elements from Mahoney (1978) onwards. Even in many instances where 
the ideological bases still retain 'conformity' as their classification, 
the thematic elements contain evidence of rises and declines of the two 
social groups in this study. Mahoney's (1978) chapter 'Becoming an Employee', 
gives extensive treatment to a topic of central status within the New Class 
ideology. In this chapter, 'jobs' and 'individuality' dominate the thematic 
elements. Only two thematic elements (1 and 10) are classified as 
'conformity'; however, even they are geared to New Class interests. 
While the chapter from Eshuys and Guest (1978) On power and authority 
does not easily lend itself to testing the third contention, there is 
evidence to suggest a decline of Fundamentalist influence. The thematic 
elements are still didactic, but the rigid, straight-forward approach is 
less apparent. Justifying police powers, as provided by thematic element 
16, and extending beyond the earlier parochial focus, as shown in thematic 
element 21, are examples of this. 
Roblin (1982) links education and employment in the chapter used for 
the TSA. A New Class orientation is demonstrated in the thematic elements 
as well as the mixture of ideological bases. There is no thematic element 
which implies Fundamentalist ideology, but New Class ideology is well 
represented. Emphasis on jobs and related skills, as favoured by the New 
Class, can be seen in thematic elements 4,-10, 12 and 15. An emphasis on 
the enlightened individual, also favoured by the New Class, can be seen in 
thematic elements 6, 8, 16 and 18. The extracts from this text-book contain 
very strong evidence towards confirming the third contention. 
The 1981 syllabus and the two work programs to which the TSA was 
applied may be interpreted together. Each of the three was published in 
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1981 and contained similar orientations to Citizenship Education. Influences 
in the syllabus are mirrored by the work programs. 
Lingering evidence of Fundamentalist ideology can be found in the three 
documents, but it is no longer a dominant influence. Thematic element 1 
in the 1981 syllabus contains the statement 'Children learn roles in their 
families', thematic element 10 of work program I is about the 'Concept of 
the role of the family', and thematic element 2 of work program II suggests 
'The family, citizen, and the community are discussed along with nations 
and states'. 'Family' is an important ideological base for the Fundament-
alists, but it is only one thematic element in each of the documents. The 
remainder of the thematic elements are given to an extensive range of 
contents and imply a diversity within this range. Characteristic of this 
diversity is thematic element 8 in work program I which is 'Knowledge of 
issues and understanding of values'. Fundamentalist ideology is intolerant 
of values outside its own. Similarly, in work program II, thematic element 
9 states, 'Jobs and work involve rights'. Fundamentalist ideology would 
stress the responsibility associated with work rather than the rights. 
The application of TSA to these materials produced evidence supporting 
the third contention. 
Liberal ideology in the Citizenship Education materials was shown by 
the TSA persistently to increase its influence. The TSA revealed yery little 
liberal influence in the early stages of the period studied. The 1966 
syllabus was organized around factual content, and the two earliest text-
books were true to the syllabus. Thus, in the relative absence of liberal 
ideology, the advantage to the New Class, as claimed by the fourth 
contention cannot be assessed. The assessment of the advantage begins with 
Mahoney (1978). 
Mahoney (1978) geared his writing towards the pupils and their diverse 
potentials. Six out of twenty thematic elements were classified as 
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'individuality'. That is, the thematic elements directly referred to 'you' 
or 'your'. Such an orientation is clearly liberal. The other thematic 
elements suggest approaches to understanding employment from a variety of 
perspectives. For example, in thematic element 5, a liberal recognition of 
individual differences is offered: 'Suitable jobs suggested by employment 
officer helps choice'. The same is true of thematic elements 16 and 18, 
which state respectively 'The wisely chosen job for you' and, 'An occupation 
and more choice'. In these instances, liberalism serves New Class 
intentions. 
The chapter selected from Eshuys and Guest (1978) is not a favoured 
topic in liberal ideology, though the treatment is more liberal than a 
similar topic was treated by Muller (1966) and Maranta (1966). In thematic 
element 14, for example, the power of people in court cases is acknowledged. 
Liberal ideology has a high regard for laws which protect the individual. 
This sentiment is echoed in thematic element 20 which links the passage of 
laws with public order. New Class ideology requires a stable public 
environment in order to pursue peaceful hegemony. 
The thematic elements in Roblin (1982) carry clear implications of 
liberal ideology. The pupil is highlighted in almost all of them. 'Me', 
'you' and 'your' are signals of liberal influence, and they occur in five of 
the thematic elements. Most of the remainder concern the importance of 
education, a topic held in high regard by liberalism and the New Class. 
The 1981 syllabus and the two derivative work programs continue to show 
an increased New Class presence due to liberal ideology. The function of 
the three documents tends towards outlining course contents, so a more 
liberal approach is less discernible than in the text-books. However, 
when contrasting the 1966 syllabus with the 1981 syllabus there is a 
notable flexibility in the more recent syllabus. This flexibility allows 
contemporary social phenomena, such as those associated with the New Class, 
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to be readily accommodated in curricula. An emphasis on individual pupils 
knowledge and skills, as shown in thematic elements 8, 9, 10, 11, 13 and 
19, is a marked departure from the Fundamentalist orientation in the 1966 
syllabus. The work programs sustain this departure as can be seen, for 
example, in the individual skills emphasis in work program I (thematic 
elements 1, 2, 4, 7, 11 and 14), and work program II (thematic elements 1 
and 7). 
The fourth contention is based on the view that as Fundamentalist 
influence declines, other ideologies will emerge as replacements. It has 
been shown by the TSA that such a decline has taken place and that liberal 
ideology has allowed expressions of other views in Citizenship Education. 
One such view is that contained in New Class ideology. 
The TSA provides elaboration and confirmation of the four contentions 
framing this study. A different form of analysis will be provided by the 
ACT. 
7,. Analysis of Concepts in Text (ACT) 
The ACT was applied to complete text-books and focused on the degree 
of prominence of the ideological bases of the Fundamentalists or of the 
New Class. The intention was to corroborate or modify the specific themes 
uncovered by TSA on limited amounts of text by undertaking a broadly-based 
analysis of large amounts of text. These analyses are presented in 
chronological order with a consolidated commentary following the graphic 
presentations. 
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PERCENTAGES OF IDEOLOGICAL BASES 
Muller, C.K. (1966). Citizenship Education. Jacaranda Press: Brisbane, 















3 New Class 
1966 
:;.tr'"':^^'i^-
^^Wafc^i^roiii^^^gB - - • • • - l*i.f.- - j s - 82.2 
Figure 5.25 
Maranta, Barry (1966). Citizenship. William Brooks: Brisbane, 
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Eshuys, Joe and Guest, Vic. (1978). You Are A Citizen. 
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COMPARISON OF IDEOLOGICAL BASES AMONG TEXT-BOOKS 
Note: The following legend will be used in the presentations in this 
section: 
Ma(66) Maranta (1966) 
Mu(66) Muller (1966) 
EG(78) Eshuys and Guest (1978) 
Rob(82) Roblin (1982) 
WPS(83) Wilkinson, Paul and Shearer (1983) 
The four pairs of ideological bases will be shown in the context of the 
text-book as it was analysed. The percentages adjacent to the bars represent 
the percentage as it was classified according to the ideological bases of 
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8, Consolidated Findings From Analysis of Concepts in Text 
The findings.from the ACT support those from the TSA. These findings 
will be presented first in relation to the ideological bases, and second, 
in relation to the contentions of this study. 
The rural versus urban orientation of the text-books has not shown a 
dramatic change over the years. The most substantial inclusion of contents 
with a rural ideological base is in Maranta (1966) and the least is in 
Roblin (1982). This is shown in Figure 5.30. In each of the text-books 
this topic is too sparsely represented for a trend to be identified. 
However, only in Maranta (1966) and Muller (1966) does the rural get more 
space than the urban ideological base. 
The past versus future ideological bases show a similar pattern to 
that of the rural and urban bases. All of the authors have a strong back-
ground in history teaching, and the syllabuses provide for historical 
contents in several topics. This explains why many of the paragraphs were 
classified as 'past'. Roblin (1982) shows the strongest representation of 
the future ideological base with 3 per cent as compared with Maranta (1966) 
and Muller (1966) at 0.8 per cent. This is shown in Figure 5.31. The 
change is slight, but a perceptible increase in the future ideological base 
has occurred over the years. 
The family/church versus job orientation shows a substantial change 
during the period under study. The concept of the family is included in all 
of the books, though a clear trend towards an increasing emphasis on jobs 
is observable. To a large extent, this has to do with how authors address 
the meaning of 'citizenship'.' Authors who see their task as helping to 
train young people for roles as citizens will present more narrow perspect-
ives, while those who think broadly will devote more attention to an 
expanded set of life roles of the pupils. Both Maranta (1966) and Muller 
(1966) provided similar treatments of these two ideological bases at between 
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2.9 per cent and 3.8 per cent respectively. Likewise, Eshuys and Guest 
(1978) gave comparable treatment at 6 per cent for 'family' and 6.8 per 
cent for 'jobs'. This is shown in Figure 5.32. 
The dominance of jobs over family is present in the more recent text-
books with Roblin (1982) at 13.1 per cent for contents related to 'jobs', 
and Wilkinson, Paul and Shearer (1983) according 11.7 per cent to 'jobs'. 
This is shown in Figure 5.32. The latter text-books exhibit a concern with 
pre-vocational learning as part of their concept of citizenship. Further-
more, Roblin (1982), and Wilkinson, Paul and Shearer (1983) connect jobs 
with the personal identity of the pupils. In the original text-books, jobs 
are associated mainly with institutions such as the Commonwealth Employment 
Service. Pupils studied the institutions more as entities than as sources 
of assistance to those seeking employment. The newer focus is on the 
elevated role of a job in the lives of the pupils. This is significant in 
this study because it has reduced the ideological base of family/church. 
The most dramatic reorientation in the text-books is from 'conformity' 
to 'individuality'. The dominant ideological base in Maranta (1966) and 
Muller (1966) is that of 'conformity'. This was due to the descriptive and 
accepting manner in which contents were presented. It was also due to the 
prominent focus on structures such as local, state, and federal governments 
and their affiliated institutions. In the text-books of Eshuys and Guest 
(1978), Roblin (1982), and Wilkinson, Paul and Shearer (1983), the orienta-
tion became more one of considering the governments and the institutions 
rather than simply learning about and accepting their existence. 
Conformity remains an important ideological base in Citizenship 
Education text-books, but it is now rivaled by an enhanced individuality as 
an issue addressed by text-book authors. Figure 5,33 shows the progression 
of individuality from a modest to a significant orientation in Citizenship 
Education text-books. 
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The ACT provides useful data for continued examination and elaboration 
of the contentions which focus this study. These contentions are now 
addressed in light of data gained from ACT. 
The first contention, that evidence exists to show changing influences 
by the Fundamentalists and the New Class on Citizenship Education since 
1966, is strongly supported by the ACT data. The former, 'folksey', nature 
of the approach to social and political knowledge has been substituted by a 
more complex approach. Fundamentalist curricula were typified by values 
positions which were largely embedded in assumptions about the worth of the 
functions of governments and the prescribed roles of citizens. The analyses 
of text-books from the earlier period revealed a similar position which 
attempted to remove these values and assumptions from personal scrutiny. 
The descriptive and non-analytical presentations of 'facts' characterizing 
the earlier text-books was non-problematical and favoured the ideology of 
the Fundamentalists. 
The second contention offers the view that social groups are encouraged 
to participate in curriculum development if liberal ideology prevails. The 
ACT data advance this argument on the grounds of the progressive increase of 
'individuality' as an ideological base. This is shown in Figure 5.33. The 
recent, and most widely used text-books, are heavily weighted towards 
'individuality'. As the centrepiece of liberal ideology, this invites 
curriculum to be both diverse and pupil specific. The central position of 
the 'individual' in the recent text-books is identified by ACT. This also 
enables assimilation into the curriculun of many of the social groups in 
Queensland. The range of ideological bases of the two social groups 
featured in this study and their changing emphases over time are evidence of 
the presence and of the function of liberal ideology in curriculum develop-
ment. 
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The third contention alleges the decline in Fundamentalist influences 
in Citizenship Education and the rise of New Class influences. ACT has 
shown a persistent reduction in ideological bases identified with the 
Fundamentalists. This is displayed in Figures 5.25 - 5.33. Conversely, 
ideological bases identified with the New Class have progressively been 
given more space. The ideological base 'job' illustrates this point. It 
has grown from 2.9 per cent of the contents in Maranta (1966) to 13.1 per 
cent in Roblin (1982). The New Class draws fuel for its ascendancy from the 
importance attached to jobs. 
The fourth contention claims that liberal ideology in Citizenship 
Education serves the interests of the New Class. The increased focus on 
'individuality', as shown in Figure 5.33, is on an individual of any 
description. It is a concept which has changed, and is still changing. 
The changes can be compared by stating the former treatment as one which 
'taught the individual what he/she needed to know for the collective good' 
as opposed to the recent approach involving 'teaching the individual what 
he/she needs to know for their own good'. The latter serves the self-centred 
interests of the New Class. The substantive difference between these two 
positions is that a presentation of pre-digested 'facts' and assumptions has 
been replaced by a concern for diversity of roles and a concern for decision-
making skills. This progression supports the contention that the New Class 
is the main beneficiary of liberal ideology in Citizenship Education. 
9, Non-scripted Contents of Text-Books 
TSA and ACT were applied to the prose of the text-books in this study. 
An analysis of the non-scripted contents was also undertaken. The non-
scripted contents were categorized as photographs, drawings and cartoons, 
"laps, posters, charts, graphs, newspaper extracts, examples and samples. 
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yery little use was made of photographs in the earliest text-books 
(Muller, 1966; Maranta, 1966). From 1976 onwards, a dramatic increase can 
be seen. Figure 5.34 shows that the most widely used text-book (Eshuys and 
Guest, 1978) has more photographs than the others, though they have increased 
their photographic content considerably. 
Recent Citizenship Education text-books use cartoons extensively. 
Maranta (1966) included sixty-nine drawings and cartoons, but these are 
largely devoid of humour. They are translations of the written script into 
cartoon representations. Driscoll (1976) and Mahoney (1977, 1978) make 
little use of this sort of content. The recent text-books (Eshuys and 
Guest, 1978; Roblin, 1982; Wilkinson, Paul and Shearer, 1983) use many 
cartoons and drawings. These are imaginative and stimulating for pupils of 
Citizenship Education. 
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Earlier text-books use electoral maps and physical maps to illustrate 
the text. Later text-books use supporting simulation games and varied 
presentations made possible by non-scripted content. These encourage 
less didactic approaches to teaching. This reflects the contention that 
the New Class, aided by liberalism, has begun to expand the types of 
learning opportunities beyond the restricted range consistent with a 
Fundamentalist view. Non-scripted contents in the later text-books are 
less rigid, and contain many opportunities for creative learning. 
While a comprehensive range of values positions is not provided by any 
of the text-books, there is a definite move towards multiple values 
positions over the twenty years. This is particularly obvious in the recent 
use of visual materials which provide a choice to the learners, Roblin 
(1982), for example, uses cartoons depicting social controversies as well as 
anti-smoking posters. The challenge is for the learner to form opinions, 
and this is contrary to the Fundamentalist ideology that teaching should 
contain only 'facts'. 
The production of lively text-books encouraging more discernment by 
readers parallels developments outside the curriculum. This is not outside 
the contentions of this study. The use of improved technology for producing 
text-books and the ability to provide for a more diverse readership is 
evidence that the New Class is edging aside the Fundamentalist influence. 
Citizenship Education text-books are no longer cheaply produced and narrow 
in content. They are now artefacts of a modern society which is moving 
away from the simple social model of the past. 
10. Interviews with Authors of the Text-books 
The authors of the major text-books used in Citizenship Education over 
the period of the study were interviewed in order to bring their experiences 
and perceptions to bear on the contentions. The authors have been put into 
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three categories for the presentation of the interviews. The first category 
is of those authors of text-books which were written for the first syllabus. 
The second category contains those text-books which were written for the 
'hiatus' period, around the 1975 Syllabus. The third category contains 
those text-books which were written around the current 1981 Syllabus. 
The same seven questions were used in the interviews with each author. 
The interview schedule appears in Appendix B, 
Selected answers from the authors are presented in connection with 
each question shown in Figure 5,35, These answers are then used to explore 
further, refine or confirm the contentions of the study. 
Question 1: How would you describe the relationship between the syllabus 
of the day and your text-book? 
All authors felt there was a close relationship between their text-books 
and the syllabus for which they were written. Comments from earliest 
authors on this question are: 
Very close relationship back in the days of ex;temal exams 
where what was taught was directly from the syllabus. If 
the text-book TWas not very close to the syllabus nobody 
wanted it. 
The text-book followed exactly the order of topics in 
the syllabus. 
The text-book had to cover everything the syllabus said 
or else the book would simply not be used. 
Authors in the middle period of this study had the syllabus in a 
reduced role. Sample comments are: 
The syllabus document and the text-book have a close 
relationship. This was largely unavoidable. 
I followed the syllabus in terms of content only. 
I didn't attempt to cover the contents (of the 
syllabus) as thoroughly as those which preceded mine. 
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Books based on the 1981 syllabus are less determined by it according 
to the authors. However, they agree that the syllabus is the foundation 
document. Some representative views include the following: 
The text-book is based on the syllabus. We looked at 
how the syllabus is and then we found out how the schools 
were treating it. 
The text may not be arranged exactly as it is set out in 
the syllabus but it should be close. 
I accepted the offer to write a text-book.. .on the 
condition that while the topics may remain largely the 
same, the approach would be different. 
The approach focuses on the individual, family and the 
comnunity, to the detriment of state, national and 
intemational perspectives. The larger focus is only 
used where it relates to the individual. 
The content of the syllabus is only suggested within a 
broad matrix framework. 
Question 2: Were you sensitive to the interests of social groups when you 
wrote your text-book, and how, if at all, did these groups 
influence the contents of your text-book? 
All of the authors were reluctant to agree that outside influences, 
aside from the syllabus, affected their writing. They alluded to constraints 
and the groups responsible. Conservative groups such as the Society to 
Outlaw Pornography, Campaign against Regressive Education, and 'right-wing' 
religious groups were mentioned. None of the authors admitted a direct 
link between the views of groups and the decisions they made when writing 
their text-books. The implication was that it was unprofessional and it 
lacked integrity if the text-book was used as a vehicle for sectional 
interests. 
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Representative answers to this question from the earliest authors are 
...J was influenced by people with whom I worked and 
society at the time. 
Women 's liberation was just starting at the time and 
there was a bit of criticism from them. A few teachers 
said my bias was too conservative which is probably 
correct. 
I considered myself a quasi-academic in those days. I 
drifted away from the Likes of Justin (Redcliffe SHS) 
and Bartholomew (Staff Inspector), who had grassroots 
and corrmonsense approaches, and I got carried away with 
sociological jargon. Now that I am away from the 
system I have reflected on it and concluded that they 
were right and I was wrong because they used their 
commonsense. 
Views of authors in the middle period of the study suggest a greater 
awareness of social groups and their importance to text-book writing. 
However, the authors were not willing to concede a detennining role to 
social groups. 
Selected answers to this question from these authors are: 
There is a framework which constrains the writing of a 
text-book, but it is not determined exclusively by 
social groups. 
It is different in Queensland to Victoria. In Victoria, 
text-books are of- a socially progressive kind. In either 
case, there is no duty by a text-book writer to a 
particular group. 
As a writer of a text-book, I was not sensitive to the 
activities of Rona Joyner, however, I did hear from others 
which has caused me to keep a file of 'paper clippings'. 
A woman who had a television spot claimed that my use 
of the word 'cop' was derogatory towards the police force. 
If she had read the credits she would have found that my 
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inclusion came from a publication by the Queensland 
Police Force. 
Some groups seem sensitive to too much discussion of the 
motivation behind political parties and the interest groups 
they represent. 
Authors of the more recent text-books admitted their sensitivities, 
but did not give social groups a determining role. Some of their views are: 
We tried to give both sides on most occasions. 
There is no advantage to us as authors to say nuclear 
power should or should not be used. 
A criticism was offered about our treatment of the 
Police Force and we subsequently made changes. 
The Joyners of the world are a real problem, but I stuck 
to my own thinking. 
I tended to avoid issues which grew from pressure groups 
such as disarmament. Aborigines, nuclear issues and 
abortion. They get little airing in the book. Groups 
intending to make life better get exposure in the book; 
groups such as local councils, Nursing Mothers ' 
Association, S.E.S., which provide a service but demand 
an involvement. 
Question 3: Are there any topics which should have been in your text-book 
but were omitted because they were too controversial? Please 
explain. 
None of the authors felt constricted by the controversial nature of 
possible contents. In several cases the syllabus was cited as either 
pre-determining contents or defusing any controversy. 
Selected answers to question 3 from the earliest authors are: 
Iwasn't aware of the syllabus shortcomings until probably 
ten years later. However, I do think a fair bit of the 
223. 
original syllabus is still current and useful in my 
opinion. 
Grounding in facts is still essential and this is very 
strong in the old syllabus. 
I was called in by the Minister on several occasions 
over my beliefs that we should be more concemed with 
China. I used (Peter) Wilenski's book to justify my 
belief that we should know more about China and because 
of oio' two ethnic names it was called a European 
conspiracy. I was also chastized for intruding on the 
business of the Wheat Board. 
Views from the authors in the middle period of the study recognized 
omissions but they did not feel that they were substantial. Their comments 
included the following: 
Nothing serious was omitted from the text-book. 
There is a hidden curriculum in Citizenship Education 
which nobody wants to confront. Information about the 
mechanics of govemment, voting procedures and such is 
OK, but the study of lobby groups, particularly social 
groups, is rarely given meaningful exposure. An 
important reality of politics is not developed: .trade 
unions, sugar industry, the churches, etc. 
I tried to create a text which looked at the individual 
more than the texts which had gone before. 
I am aware that there are certain topics related to 
the personal development of the individual which could 
have been included. 
I felt I was being- risque when I included something about 
the lone father in an attempt to give balance in the 
divorce situation. 
The more recent text-book authors are more critical of omissions. 
This can be seen by the selections from their answers. 
224. 
Parts of the course are becoming defunct. Instead of 
concentrating on environmental issues that could he 
better left to people who do it in a broader spectrum, 
we preferred social understanding in two areas: the 
understanding of other cultures which is important in the 
world context and irnderstanding how they develop social 
values so they can clarify that. 
One of my co-authors remarked that he had to still go 
back to Muller sometimes for the 'nuts and bolts'. 
We wanted to give kids altematives to widespread apathy. 
I do not see anything controversial in the Citizenship 
Education syllabus because it is not issue-based. 
I suspect those who would introduce controversy do so 
for reasons other than those contained in the syllabus. 
Question 4: What are the most important topics dealt with in your text-book 
and why do you think so? 
An opinion was called for in th is question which produced varied 
responses. To a large extent, these responses moved from a conformist 
answer related to society-at- large, to a more ind iv idual is t ic response. 
Sample conments from the ear l iest authors are: 
The information on the political structures in the 
country, voting and voting procedures, meeting procedures. 
This area needs adding to rather than change. 
Leaming about levels of govemment remains important. 
I considered two things to be the most important in the 
text-book. First, was leaming about the institutions 
of govemment. Second, was leaming about the values 
that we hold high. 
If kids leamed more about filling in forms it would be 
useful to them. 
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Meeting procedures would be useful too, though I guess 
not too many kids will go to meetings. 
The authors from the middle period in this study began to show more 
personal concerns for contents rather than allow them to be comprehensively 
determined by the syllabus. 
Representative comments are: 
The most important topic is the meaning of being a citizen 
in a democracy, and the health of a society depends upon 
how well this concept is understood and practised. 
Coverage was the mandate from the syllabus. 
The main aim of the book was to present a wide range of 
resources which were not readily available to teachers 
and to present them in a way that satisfied the syllabus 
coupled with some teaching strategies. 
The more recent authors explained their answer to this question in 
terms of the pupils for whom the books were intended. 
Representative comments are: 
It has become important for kids to be literate, not 
just politically literate, but how to tap into a banking 
system, what is a will, etc. 
Bureaucracy has encroached further and further into our 
lives and these kids need a form of self-defence. 
We wanted to create a belief in active citizenship where 
one could feel confident about influencing govemment. 
I was not happy with the technology side of communications. 
All of the other topics are of equal importance because of 
the focus of the individual. 
What I favour most is the chapter called 'The World of 
Work'. 
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The reason all of the topics are of equal importance is 
because of the focus on the 'individual'. The topics 
become the medium for presenting this essence. 
Question 5: What were the educational ideals or philosophies which guided 
you when you wrote your text-book? 
All authors admitted to a philosophy or set of principles which guided 
the writing of their text-books. Several authors seemed embarrassed by 
such a question, though they all gave an answer. Most of the answers were 
grounded in some form of pragmatism. 
Representative answers from the earliest authors are: 
I tried to provide information that teachers could use 
to do things on their own. 
...teachers treated the text-books like Bibles while I 
meant it to be more like a reference book. 
I also triced to provide practical exercises for kids 
to do. 
I think my involvement with practical thinking influenced 
the writing of my text-book. 
Authors from the middle period of the study also claimed to be guided 
by ideals or a philosophy. These consents include: 
To inform children about and interest them in their 
society. Also, to encourage them to interact with 
their society. 
I beliex>e I had a crusading zeal to put into practice 
some of the ideas I had, particularly in making Cit. Ed. 
mare interesting to kids. 
All the conscript teacher had was a very factually-
orientated text-book. That motivated me to do something 
for Cit. Ed. 
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The answers given by the most recent authors tend to be yery pragmatic 
Some representative comments are: 
We were sick and tired of producing work unit after 
work unit which went into oixr files and finding out 
that the same amount of work could go into a book. 
We needed to produce a resource for those places without 
huge libraries. We have teachers who rarely read a 
newspaper, teachers who can ask, 'How can Joh rule at 
the same time as Bob Hawke '. 
We wanted to get kids to think they were part of their 
govemment. Citizenship belongs to people. It is not 
something which is forced upon you. 
We must cause citizenship to be something which is 
valued by the pupils. 
I wanted to give a stimulus to teachers to present 
real life issues associated with the kids. Citizenship 
Education was badly taught. 
My prime objective was to simplify text-books so that 
they were meaningful to kids and to maximise activity. 
Hence, I used cartoons, sketches, my creation of 'Sam', 
and a minimrum of text. A lazy teacher would not like 
my text-book. 
I wanted to create a subject which was of value to 
all kids. 
Question 6: What are your impressions about developments over the last 
twenty years in Citizenship Education? 
The answers to this question ranged widely. Answers were framed by 
nostalgia, experience and speculation. 
Comments from the original authors included: 
The new syllabus reflects different thinking and societal 
influences than the earlier ones. 
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The new syllabus is broader. What was wrong with the 
old syllabus was its neglect of individual awareness. 
But there are problems with the teachers who go too far 
in this area and try to do more with the kids than they 
are able. The kids must have basic background first. 
discovery is not the place to start. 
Teachers now have more freedom of choice, and 
theoretically, can attempt to suit the interests of 
the kids. This is an important development. 
Teachers were more constrained in the past, but not as 
constrained as they thought they were. 
The trend was towards the behavioural sciences in those 
days. 
The authors from the middle period in this study had more recent 
experiences as teachers though neither is currently a secondary school 
teacher. 
Some of their comments are: 
The old syllabus was conservative and concemed with 
'facts, facts, facts'. 
The old syllabus was preferred in Queensland because it 
was descriptive and did not take into account social 
dynamics. 
The current syllabus group have made the syllabus more 
relevant to school pupils. 
A desirable future syllabus might see Citizenship Education 
as part of a social studies course continued from primary 
school. 
I've perceived three changes. First was Citizenship 
Education as a means of teaching basics about society 
and democracy to students who would leave at year 10 
knowing nothing about how to vote. I came in on the 
second phase to provide supplementary text-books rather 
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than dominating text-books. I catered for the new trend 
such as looking at the individual in terms of the broader 
society'. Phase three is the new syllabus and its matrix 
approach. 
The most recent authors are, at least occasionally, s t i l l teachers of 
Citizenship Education, One of the three in this category is a Social 
Science Subject Master, one is a Deputy Principal, and the other is an 
Acting Principal. Their experiences are thus current. 
Some representative comments are: 
All early syllabuses were written for lower achievers. 
Later developments have made the course more fun for 
teachers and kids. 
I don't care what the experts say, kids don't read as 
well. What's more, they don't like looking at pages 
and pages of text. 
Presentations of Citizenship Education text-hooks have 
undergone an enormous change. They are much better now. 
Cit. Ed. began as a low-level subject but many now can 
see it as a 'core'. 
For so long Citizenship Education was thought to be 
for low achievers. It was felt that anyone could 
teach it, though this was never the case with History 
or Geography. 
The latest syllabus has provided the best change. A 
future good change might be to change the name. 
The matrix is a good change and was useful in the 
production of the text-book. 
Citizenship Education will become more important now 
that many kids vote while still in their last year of 
school. 
230. 
In the last eight years the credibility of Citizenship 
Education has risen. Few teachers were trained to 
teach Citizenship Education and principals and deputy 
principals thought anyone could teach Citizenship 
Education. 
All the recent text-books are good. 
Many new teachers are now trained to teach Citizenship 
Education and are now asking to teach it. 
Citizenship Education was a wasteland. Now we are 
making inroads and the teaching is better. 
Question 7: Since you are a Citizenship Education author, how would you 
describe the ideal citizen? 
The answers to this question were confident, which suggest either a 
pre-conceived answer or a reluctance to show this question had not been 
considered as a pre-requisite to the writing of a text-book. 
Representative answers from the earliest authors are: 
The ideal citizen must know what's going on around him, 
how things function, and have a knowledge of basic 
institutions. He must be aware of his rights and 
• obligations. 
The ideal citizen is one who thinks for himself and 
is not easily led. 
The ideal citizen should be active in the community, 
able to work in a group. He should also know how to 
use leisure and be comfortable within himself. 
He must be knowledgeable. He should be a participant 
in the system in which he lives and understand the two 
houses of Parliament. 
We need basic understanding of structures in our society. 
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The role one plays should he defined by whether it is 
good for Australia. We have become polarized and a 
course such as Citizenship Education should have a 
function in this. 
Authors of text-books produced during the middle period stressed the 
more personal aspects of citizenship. Some of their comments are: 
The ideal citizen is interested and competent in public 
activities. Being aware of one's rights and possessing 
self-dignity also typify the ideal citizen. 
The ideal citizen should know about processes of 
politics how information is conveyed to them, and how 
the media relate to an informed citizen. 
An ideal citizen should appreciate differences of others, 
such as their life styles. When tolerances of differences 
stops, so does democracy. 
Cit. Ed. should create an awareness of where a person is 
at for future growth. 
To leam that we live in a changing world and they 
must adapt or they will have problems. 
We don't want to create an individual through Cit. Ed. 
who thinks, 'This is all you need to know about being 
a citizen in society'. 
The ideal citizen posed no problem as a concept for the most recent 
authors. Some of their comments are: 
Responsibility in the sense that you have a sound 
foundation of knowledge on which to base one 's decisions, 
a sincere concem for guarding one of the luckiest 
societies that human history has ever produced, and this 
means you must be politically, economically and socially 
literate and responsible. There is no question in my 
mind that this is what Citizenship Education is all about, 
being responsible based on knowledge. 
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History and Geography do not give kids the right sort 
of knowledge for doing these things. This is where the 
principals of schools have got to he convinced that Cit. 
Ed. should be part of the curriculum. 
The ideal citizen is one who thinks for himself. He 
develops informed opinions. 
...and one who does not rely entirely on the media, 
familyi etc. 
People who care about their life quality and that of 
others is the aspect I would emphasize. 
We should move towards making our community a better, 
more fullfilling place. 
11. Consolidated Findings From Interviews With Authors 
The gap between the syllabus and the text-book has become progressively 
wider in the period covered by this study. Recent approaches are less 
conformist and less prescriptive than previously. The earliest text-book 
writers in Citizenship Education admit that there was only one way to 
proceed in those days. Consequently, both authors imply they were promoting 
conformist thinking. 
The earliest authors, and to a lesser degree the middle period authors, 
saw Fundamentalist ideology as orthodoxy. When social groups began to exert 
an overt influence this was seen as deviance. 'Grassroots and commonsense 
approaches' caused resulting text-books to focus on government and other 
institutions with a minimum of expressed concern for the pupils as people. 
The more recent authors address the 'individual' pupil and the authors are 
quite aware of this. 
The views of seven text-book authors help to monitor the decline of the 
Fundamentalist ideology. In the late 1960s, hard-line Protestant values 
were social assumptions in Queensland. Being a Christian was assumed; being 
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a loyal subject to the Queen was assumed; being a heterosexual was assumed; 
and, faith in the primary industries of Queensland was assumed. When these 
assumptions began to be questioned, the Fundamentalist monopoly was over. 
An easing of these assumptions can be inferred from the comments of the 
authors who serve as filters of extant, legitimate, and overt social views. 
Current text-books have not taken antagonistic positions on any topic 
closely related to Fundamentalist ideology. What they have done is to show 
that society consists of pluralities of belief, none of which is morally 
superior to the others. This is the ideology of liberalism which is tolerant, 
open minded, always imperfect, and essentially antithetical to Fundamentalist 
ideology. 
The authors gave no direct answers which suggested their awareness of 
the erosion of Fundamentalist thought, but several comments served as oblique 
reference to their roles as agents. Examples are, 'I included something 
about the lone father in an attempt to give balance in the divorce situation' 
and, '...because of the focus on the individual'. 
The emphasis on changing life roles, particularly the emphasis on the 
importance of jobs, provides a firm foundation for the New Class ideology. 
That this emphasis is no longer questioned is silent testimony to the 
increased influence of the New Class on Citizenship Education as the world 
outside the school continues to change. 
The final Chapter will present the major conclusions from this research 





This study is based on the belief that ideologies of social groups in 
Queensland affect school curricula, and that power relations among social 
groups determine the relative influence their ideologies have on school 
curricula. These are not new beliefs; they have been held by curriculum 
officers, teachers and many theorists for years. What this study does bring 
to the beliefs regarding social groups and curriculum is a scholarly approach 
including a review of appropriate literature, a presentation of relevant 
theoretical views, and research into propositions concerning ideologies of 
social groups and the school subject Citizenship Education. 
The study is focused on several contentions derived from broad beliefs 
about social groups and the influence of their ideologies on curriculum. 
The contentions are now restated. 
1. There is evidence of changing influence by the Fundamentalists 
and the New Class on the school subject Citizenship Education 
in Queensland. 
2. Liberal ideology encourages access by social groups to the 
curriculum in Citizenship Education. It also provides the 
language enabling this access. 
3. Fundamentalist influences in Citizenship Education are waning 
in favour of the New Class influences. 
4. Liberal ideology persists in Citizenship Education but it now 
serves the interests of the New Class. 
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2. The Contributions From the Contentions 
The four contentions are central to the organization of this research. 
Conclusions, derived from study of the contentions, are elaborated in this 
Chapter. 
First, curriculum and ideology have been shown to be closely related in 
Citizenship Education in Queensland over the period 1966-1986. The data 
indicate that the principal influences came from Fundamentalists and the New 
Class. The evidence for this comes from the TSA, ACT and interviews with 
authors. These support the conclusion that pressure from social groups has 
changed the subject Citizenship Education over the 20 year period. The 
influence evident in Citizenship Education may well operate in all subjects 
in the school curriculum. 
Second, ideologies contain reproductive tendencies when they are 
involved in curriculum. Social groups sense the importance of exposure in 
the curriculum, and some seize upon every opportunity. The liberal tenets 
of co-operation and plurality, which were shown to increase over the twenty 
year period, invite participation by groups in the development of school 
syllabuses. Consequently, more social groups and their respective beliefs, 
have affected Citizenship Education. Support for this conclusion comes 
from changes in the content of thematic elements from the early to later 
periods covered by this study. Not only change but also the expanded range 
of influential groups have been facilitated by liberalism, and this has 
resulted in diminished influence by the Fundamentalists. 
Third, liberalism contributes to the contemporary dynamism and plural 
nature of Citizenship Education in a unique way. Assertive ideologies such 
as Gay Rights favour some social groups over others. Liberalism only 
operates against those which reject liberal tenets. Consequently, increasing 
manifestations of liberal ideology in Citizenship Education have reduced the 
presence of Fundamentalist ideology. With the weakening of the ideological 
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bases of Fundamentalism in Citizenship Education has come a greater range of 
viewpoints. Prominent in this range is that of the New Class. 
Fourth, curriculum reflects events in the past and in the contemporary 
world. New Class gains and Fundamentalist losses are shown in Citizenship 
Education. A more liberal approach to knowledge with a bias towards urban 
life, professionalism, the future, and most of all, individuality, mirrors 
the social world outside the school in Queensland. Liberalism allows these 
inclusions in the curriculum, and, presently, the New Class is the prime 
beneficiary. 
The contentions provide the major organizational framework. They give 
the focus which resulted in these conclusions. These conclusions are now 
amplified by consideration of the roles of social groups and curriculum in 
Queensland. 
3, Social Groups and Curriculum in Queensland 
Queensland has been known as a State with distinctive characteristics 
during the period of this study. The ideological bases identified with the 
Fundamentalists have been paramount in the Queensland distinctiveness. 
Preference for traditional beliefs and ways, respect for rural modes of life, 
commitment to family and the church, and conforming to the group, have been 
persistent values in society in Queensland. In recent years, several of 
these have waned, and, to a large extent, they have been replaced by the 
ideological bases of the New Class. 
The New Class has gradually become a force in Queensland society only 
as the social context has changed. The elements of the context necessary for 
the New Class to thrive are opposite to those which sustain the Fundamental-
ists. Preoccupation with the future, an urban environment, professionalism 
and individuality provide a 'hothouse' in which the New Class will thrive. 
The last two elements are particularly important as means of allowing the 
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New Class to use liberalism to its increasing advantage. Professionalism 
has very strong roots in liberal ideology, and individuality is its clearest 
ideal. Professionalism is likely to be seen by a liberal as a manifestation 
of individuals seeking perfection, or at the yery least, improvement. 
Unfettering individuals in order that they may improve is a strong tradition 
of liberalism. A redirection of this view is used by the New Class which 
erects barriers around its professionalism. These protective barriers take 
the form of credentials and even of legislation. The practice of education 
is a case in point. Credentials are essential and many aspects of the 
profession, such as registration, are controlled by legislation. Similarly, 
syllabuses have become more professionally oriented through more extensive 
structures. This can be seen in the comparisons of the 1966 with the 1981 
syllabus as presented in Chapter Five. Thus, an important distinction is 
that liberalism sanctions improvement in individuals through professionalism 
and the New Class secures its position through pragmatic activity such as 
promoting the 'professionalism' of its members and using the State to secure 
their positions. These two elements are strong growth points for the New 
Class in Queensland. 
There is little evidence that the New Class is seen by most Queenslanders 
as a threat to the conservative thought which is evident in sections of 
Queensland society and government. This is largely because conservatives in 
general, and Fundamentalists in particular, have been concentrating their 
scorn on socialists as the major perceived threat to their dominance of the 
social order in Queensland. It is still socialism which is promoted as the 
main danger to the family, Christianity, the place of the British monarchy 
and the free enterprise system, by those conservative forces in Queensland 
which determine public attitudes and actions. In the meantime, the New Class 
and its related control of knowledge and technology continue to expand in 
importance, as exemplified by their growing dominance of the ideological 
underpinnings of Citizenship Education. 
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The desire of the New Class to dispossess the Fundamentalists from 
their position of advantage is not necessarily aimed at the Fundamentalists 
but rather at any obstacle which gets in the path of the New Class. 
Institutionalization of the New Class ideology which is based on knowledge 
and professionalism requires control of the curriculum in order to complete 
the reproduction process. Technical skills are being built into mathematics 
and sciences courses and wider support for the knowledge and skills of the 
New Class is being developed in the social subjects such as Citizenship 
Education. The shift in the ideological underpinnings of many topics in 
Citizenship Education has been closely documented in this study. 
The reduced influence of Fundamentalist ideology has not been replaced 
entirely by New Class ideological tenets. The evidence that the influence 
of the respective social groups has changed is abundant in the findings of 
analyses of textual materials and the opinions of authors. However, the 
change has not simply meant an exchange of one ideology for another. With 
the removal of Fundamentalist dominance, a wider range of beliefs has begun 
to inform the curriculum. Teaching for racial tolerance and care of the 
physical environment are two such issues recently introduced into the 
Citizenship Education curriculum. 
The consistent decline of Fundamentalist ideology in Citizenship 
Education has much to do with the increased prominence of liberal ideology 
as well as the rise of New Class ideology. Both the New Class and the 
Fundamentalists are competitive, self-interested social groups. Their 
ideological tenets are specifically addressed to the interests of their 
members. This is why the ideological bases'were presented in Figure 3.8 as 
opposites. Liberal ideology accommodates both ideologies by its acceptance 
of diverse viewpoints: it liberates and liberalises curriculum development. 
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Contrary to the New Class and the Fundamentalist ideologies, the 
language of liberalism is open and pluralistic. The rhetoric invites 
contributions from a wide range of social interests. Such invitations 
offered by liberalism to education have not gone unheeded by social groups 
wanting to promote their ideologies in all available forums. Feminism, 
peace studies, multi-culturalism, and animal liberation are examples of such 
groups. This has been shown in the expanded range of topics representing 
such views which was presented in Chapter Five in the analyses of modern 
text-books. Contemporary syllabuses and work programs which follow the 
syllabuses have also become more liberal. Liberal language has become the 
dominant language in Citizenship Education materials. These conclusions are 
amply supported by changes in the thematic elements of textual materials 
over the twenty year period. Focusing materials on the 'individual' is one 
such change. 
Findings presented in Chapter Five show a continued decline of those 
bases of Fundamentalist ideology which were theorized in Chapter Two and 
contextualized in Chapter Three. Society in Queensland is no longer bound by 
the severe moral restraints which typified the 1960s. The weakening of the 
bases has. not been uniformly strong, nor were they ever uniformly strong. 
However, all of the findings suggest a weakening of Fundamentalist ideology 
in Citizenship materials over the period studied. 
The most powerful index of Fundamentalist decline is the reduced 
orientation towards conformity. This is evident in the Fundamentalist stance 
towards many matters, including a narrow view of education. The Fundamental-
ist ideology requires the strictures of conformity to contain its members, 
and especially to gain new members. Without the aid of narrow belief 
systems, particularly those regarding morality. Fundamentalist ideology is 
rendered impotent. 
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There are certain conformist views within New Class ideology such as 
the unquestioned merit of expanded technology and the consequential necessity 
of bureaucracy. However, New Class ideology has turned even these beliefs 
into expressions of individuality. It is an ideology which depends upon 
the tenet 'individual' as a prominent concept from which the equally narrow 
interests of the New Class may florish. The New Class is very concerned 
about individuality and individualism, but mainly as this effects its 
members. Individuality expressed by the yery wealthy, for example, will 
often be viewed as unjustified privilege or even as oppression or domination. 
Making Citizenship Education a study with a strong focus on individual-
ity allows the New Class to exert its current attractiveness to pupils while 
seeming yery 'liberal' at the same time. Choices are implicitly offered 
between urban and rural life, thinking in the past or in the future, deriving 
one's identity from the family, the church or a profession,in the present 
syllabus in Citizenship Education. But most important is the choice between 
conformity and individuality in terms of New Class gains. In fact, there is 
very little choice between the ideological bases of the Fundamentalists and 
the New Class because the New Class has aligned itself with many of the 
compelling arguments supporting modernity. Thus, the New Class has translated 
its ideological tenets into the curriculum as a means of reproducing its 
current ascendancy. Its ideology is becoming hegemonic because the alterna-
tives are either unattractive to young Queenslanders or only partial answers 
to the questions current among them. 
A major finding of this study is an increased regard for the 'individual' 
in the Citizenship Education materials during the twenty year period. What 
has happened is that the 'individual' as a concept, has taken many forms with 
the New Class providing one version. There are now others such as the 
i'eminist 'individual', the environmental 'individual', and others. The New 
Class is one of the main beneficiaries, but the other social groups have 
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also used the legitimacy provided by liberalism to express their 
ideologies. 
Pockets of Fundamentalist strength still exist in rural areas, and in 
the current Queensland Government. However, modernity is the ally of the 
New Class. Increased bureaucracy and technology enhance the position of 
the New Class and increase the rise to superiority over other social 
groups. The continued growth and subsequent reliance on technology have 
become a modern-day 'given'. Computers and robots, for example, have 
become firmly established in modern commerce and industry. In the public 
sector, bureaucracy also appears irreversible. QANGOS (Quasi-autonomous, 
non-government organizations) now employ 50,000 Queenslanders '...and handle 
a collective annual budget of about $4 billion dollars. This is more than 
the current State Government budget and $1 billion more than Queensland's 
total earnings from primary industry' (Courier-Mail, July 28, 1986). 
The proposition that curriculum reflects social, political and economic 
phenomena was presented both theoretically and contextually. Many of the 
findings support this view. The findings further show that the involvement 
of social groups in curriculum development has increased over the years. 
Indications are that this involvement will increase even more in the future. 
4. The Sociology of the State 
The modern state does not adequately reflect the interests within it; 
nor does it even try. Representative government has come to mean representa-
tion of those sectional interests affiliated with the Government. The State 
of Queensland is no exception to this. 
From its beginnings Queensland has been a rural-led society. This has 
provided a foundation for the Fundamentalists to evolve and claim political, 
economic and social domination in the State. The brand of Fundamentalism 
is not only identified by its literal approach to Christianity as defined by 
the Bible, but also by its defence of the British monarchy as the model upon 
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which society should be based. Another element of Queensland Fundamentalism 
is a peculiar rural economy, or 'agrarian socialism', which has gained a 
prominent place in Fundamentalist thinking. This is in spite of its 
proximity to socialism. Such contradictions in Fundamentalist thinking 
rarely get significant attention by either Fundamentalists or allied groups. 
It is part of the Queensland syndrome that questioning, however benign, is 
seen as an attack on the Queensland way of life. 
Since 1957, no political party has commanded a majority of Queensland 
voters. The ALP has polled the most votes in every subsequent election, 
and until the last two elections, the Liberal Party was the second most 
popular. In 1983 and 1986, the National Party received more votes than the 
Liberal Party. 1983 saw the National Party gain Government 'in its own 
right' following two defections from the Liberal Party. 1986 saw the 
National Party gain Government with an outright majority of seats in the 
Legislative Assembly, even though this was based on only 38.9 per cent of 
the overall vote. In spite of the long term coalition with the Liberal 
Party until 1983, the National (nee Country) Party has been the Queensland 
Government for almost thirty years. 
The Queensland Government has been aligned with the Fundamentalists on 
many occasions. The close affinity between the Fundamentalists and the 
National Party Government was shown in Chapter Three. Both have a history of 
narrow and rigid views. This has worked to the advantage of the Fundamental-
ists in the past. 
The Government of Queensland is, arguably, undemocratic in the way it 
is elected. Furthermore, the-Government of Queensland is, arguably, 
unrepresentative of most Queenslanders. Over sixty per cent of Queensland's 
electors voted for another party as their first choice in the 1986 State 
election. In spite of this, the National Party, with less than forty per 
cent, won a majority of seats in the Legislative Assembly providing it with 
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Government. The curriculum materials examined in this research are silent 
on these controversies. The sociology of the State of Queensland is such 
that the curriculum developers. Departmental officials, and text-book authors 
know what they can and cannot present for study by school pupils. Cabinet 
Ministers let their policies be made yery clear to those who are left to 
carry them out. Heavy involvement in the bureaucratic and corporate affairs 
in Queensland by the Government impedes the New Class bid for hegemony. 
The two social groups featured in this study recognize the State as a 
useful ally. The Queensland Cabinet has shown its willingness and ability 
to support Fundamentalist positions in curriculum issues. It has also 
supported New Class inclusions in curriculum. This was shown in Chapter 
Three. Social dynamics continue to be an important aspect of the relation-
ship between the Queensland Government and education. The rising importance 
of the New Class in society-at-large will continue to impact on Queensland 
curricula. Assistance by the State can make this impact more effective. 
A further right turn may be in store for Queensland following the 1986 
election. This is of no major consequence to the New Class. Their resources 
come from outside the provisions of government. Social and economic 
modernity will continue to provide their advantage. The self-interested 
pragmatism of the New Class will transcend most differences with the 
Queensland Government. If anything, the Queensland Government will have to 
join with the New Class rather than the reverse. Governments need the 
knowledge,associated with technology and bureaucracy,which provides the New 
Class grip on power. Skilled managerialship, which all modern governments 
need, cannot be found elsewhere. 
5- Curriculum Development in Queensland 
It has been shown that curriculum development in Queensland has 
occasionally been a torrid activity. It has been claimed and argued that 
competition by the Fundamentalists with other social groups has been a major 
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cause of uncertainty in curriculum development. This study shows that the 
climate for curriculum development remains tense. However, in spite of 
difficulties posed by a yery conservative Government and the lingering 
influence of Fundamentalism, progress in curriculum development will 
continue. This is made possible by the strengthening influence of the 
ideologies of liberalism and the New Class. 
Very recently, recognition of a wider spectrum of pupils' needs has 
given rise to greater subject choice in the secondary schools. The dominance 
of BSSS subjects is being contested by school-based subjects and subjects 
originating within the Division of Secondary Education in the Department of 
Education. Both departures are away from the 'discipline' orientations 
typical of BSSS subjects. The BSSS subjects still offer the only path to 
tertiary entrance, but the newer subjects are organized around the notion of 
expanded interests and needs of the pupils. 
Conservatism is characterized in the BSSS subjects with titles such as 
History, Geography, Economics and Mathematics. Academic rigour is the hall-
mark of these subjects, and competition for high marks is as keen as anytime 
in Queensland's history. Conversely, the newer subjects carry titles such 
as 'Marine Studies', 'Tourism', and 'Small Business Management'. These 
subjects recognise the changes which have occurred in Queensland society as 
well as the changing needs of a service-centred workforce. The changing 
curriculum represents an important breakthrough by liberalism and New Class 
ideologies. 
The centralized objectives model of curriculum development which was 
shown to typify Citizenship Education in the early period is gradually giving 
way to more decentralization and greater diversity. Queensland is still the 
only State with a Citizenship Education course, and curricula are still 
closely monitored by a multitude of committees formed by either the BSSS 
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or the State Department of Education. Yet changes are occurring, 
particularly within curriculum. 
Catering for individual differences in school curricula has been a 
slogan for many years. Such a slogan carried an implicit apology for the 
lack of diversity in subject choice. Liberalism demands attention be given 
to the individual and this demand is being directed to the New Class 
'individual'. This individual requires that school curricula are flexible, 
self-centred rather than society-centred, and always geared to the future. 
In essence, these must embody the ideological bases identified with the New 
Class. 
Acknowledging the need for more variety in the curriculum will place 
new demands on the professionalism of curriculum developers. Converting a 
discipline into a school subject will continue to rank highly among the work 
of curriculum developers, but new requirements are continuing to grow. 
Social groups such as the Fundamentalists and the New Class cannot be ignored. 
They make claims on the curriculum in order to support their interests. 
Liberalism deems these claims may be legitimately pursued. Accordingly, the 
ideological base of professionalism so important to the New Class will grow 
in importance in curriculum development. 
A benefit from the increased interaction between social groups and 
curriculum planning will be a reduction in the time lag between the emergence 
of social trends and their inclusions in curricula. This can be seen in the 
rapidity with which computers and technology are becoming areas of study in 
schools. The logic of an electronic and mechanized future being portrayed 
in school curricula has passed the point of disputation. This is due in 
large part to more efficient and professional curriculum development 
'objectively' elevating the position of the New Class in Queensland. 
It has been shown that an emphasis on individuality has replaced that 
of conformity in Citizenship Education over the twenty years examined in this 
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study. This has not been occurring in isolation. Rather, the impact of the 
New Class on school curriculum is part of a general phenomenon which began 
outside the school. This same phenomenon, however, needs the curriculum to 
provide the hegemonic status sought by the New Class. 
6. The Sociology of the Curriculum 
While the sociology of the state may reveal the origins of broad 
political environments for curriculum development, it is in the interaction 
among social groups where the greatest impact on school curricula is found. 
Consequently, a refined sociology of the curriculum is needed to explore 
these interactions as well as the curricular results. An important 
beginning was made by Young et al. (1971) who rejected functionalist 
approaches to the study of curriculum. Rather, they were more interested in 
the unchallenged assumptions upon which school curriculum is based. Such 
concerns caused them, and many subsequent sociologists of the curriculum, 
to pursue curriculum as a socially constructed artefact. This study is 
based on such an orientation. 
This research clearly shows that the ideologies of social groups not 
only influence school curricula but also characterize them. For example, 
Queensland curricula are often characterized by what is left out, as in the 
case of sex education. New Class curricula are characterized by techno-
scientific studies, and a Fundamentalist curriculum may carry the title 
'Creation Science'. Early Citizenship Education did convey Fundamentalist 
ideology, but lately the shift has been towards New Class ideology. 
The sociology of the curriculum provides a perspective essential to 
understanding curriculum development in pluralist societies. There is a 
reciprocal relationship; the social groups influence curriculum and 
curriculum helps to reconstitute the social groups. Ideology is the link 
between the social groups and the reproductive nature of school curricula. 
247. 
It is through the sociology of the curriculum that such ideological links 
may be examined, and then rejected or confirmed. This has been illustrated 
by the Queensland Fundamentalists and the New Class. 
This research has drawn from and contributed to the sociology of the 
curriculum in several ways. The theory presented in Chapter Two suggests 
that curriculum is a social product, and that the study of curriculum and 
curricular materials can give insight into society. The findings from 
this study support these claims by linking the ideologies of social groups 
with manifestations in school curricula. 
The conclusions of this study result from systematic procedures for 
analyzing the sociology of the curriculum at the level of reality of 
curriculum developers and text-book authors. A productive procedure has 
been to bring sociological theory to bear on the contexts associated with 
curriculum development in Queensland. This has shown that Fundamentalist 
ideology has influenced curriculum, but that such influences are declining. 
The sociology of the curriculum has also provided for the study of the 
growth of the New Class in Queensland. The New Class is dispossessing the 
Fundamentalists from their position as ultimate arbiter, or at least critic, 
of what should constitute school knowledge. This ambition is not directed 
at Fundamentalists alone, but at any obstacle which gets in their path. 
Institutionalization of the New Class ideology based on knowledge and 
professionalism requires control of the curriculum in order to complete the 
reproduction process. The technical skills are being built into the 
mathematics and science courses, and the legitimation of the knowledge and 
skills of the New Class is being developed through the social education 
courses. This study shows the increase in such legitimation over a twenty-
year period of change in Citizenship Education. 
The Queensland Cabinet and members of the public service are accomplices 
to the burgeoning of content and the high status of the contents so 
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supportive of the New Class. Given a continuation of increasing influence 
by New Class thinking, as demonstrated in this study, there may be significant 
changes in the future composition of Queensland Cabinets. New Class knowledge 
and attitudes, which have not been held in the past two decades, may well 
become more prominent in the future Governments of the State. 
The sociology of the curriculum is an increasingly important perspective 
on curriculum. Current scholarship has made a powerful case that a 
sociological approach to the study of curriculum illuminates both curriculum 
and the society from which the curriculum was created. The findings from 
this study contribute to the view that curriculum reflects the relative 
status and the ideologies of competing social groups. 
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APPENDIX A 
FULL DISPLAY OF PRINCIPAL COMPONENTS ANALYSIS 
Several changes were made to the Thematic Elements which appear in 
Chapter Five. These changes were made to improve readibility. The 
Thematic Elements which follow are true representations of the weightings 
of key words within each Factor. 
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APPENDIX B 
INTERVIEW SCHEDULE WITH TEXT-BOOK AUTHORS 
1, How would you describe the relationship between the syllabus and the 
text-book? (Your book in part icular , though you may wish to comnent 
on this relationship in a general way.) 
% Were you sensitive to the interests of social groups when you wrote 
your text-book and how, i f at a l l , did these groups influence the 
contents of your text-book? 
3* Are there any topics which should have been in your text-book but 
were omitted because they were too controversial? 
I , What are the most important topics dealt with in your text-book and 
why do you think so? 
1. What were the educational ideals or philosophies which guided you 
when you wrote the text-book? 
6. What are your impressions about developments in Citizenship 
Education over the past twenty years? 
7. Since you are a Citizenship Educat-fon author, how would you describe 
the ideal citizen? 
8. Is there anything else you wish to add? 
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APPENDIX C 
. LETTER INVITING VERIFICATION BY 
TEXT-BOOK AUTHORS 
Dear 
While i t has now been a long time since you provided me with your 
thoughts as an author of a Citizenship Education text-book, I would l ike 
to give you the opportunity to modify, deny or contribute to your original 
statements. You w i l l only have this one opportunity to change your 
statements so i f you wish to change, please le t me know, in wr i t i ng , by 
July 25. I f you believe the statements I have selected are a f a i r 
reflection of your conversation, please t ick the box at the bottom of 
the page. 
A self-addressed stamped envelope is included so that you may indicate 
to me your general satisfaction or the changes you wish to make. 
I have attached a collection of your statements which are germane 
to my study. These statements are identical or yery close to the original 
comnents which I taped. 
Thank you again for your contribution to the study. The sharing of 
your personal experiences w i l l add a richness to my findings which would 
otherwise be unavailable. 
Sincerely, 
Don Alexander 
N.B. Please see attached part ia l t ranscript of the interview. 
I I YES. The attached statments are a fa i r ref lect ion of our 
conversation. 
I I NO^. The attached statements are not a f a i r ref lect ion of our 
conversation. Corrections are submitted. 
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Q.3: Are there any topics which should have been in your text-book but 
were omitted because they were too controversial? 
In the 1960s people were more concemed with foreign matters. 
Economic matters were not of general importance until 1972. 
I used my text-book to ask the question of why we did not 
recognise red China. 
I was called in by the Minister on several occasions over 
my beliefs that we should be more concemed with China. 
I used Wilenski's book to justify my belief that we should 
know more about China and because of our two 'ethnic' 
names it was called a European conspiracy. I was also 
chastised for intruding on the business of the Wheat Board. 
Q.4: What are the most important topics dealt with in your text-book? 
I considered two things to be the most important in the 
text-book. First, was leaming about the institutions of 
govemment. Second, was leaming about the values which we 
hold high. 
There are people making important political statements now 
who don't know why things have happened. 
Kids were taught to fill in a whole range of forms. Now 
that I have left education for commerce I can see that 
many of these relevant skills should be taught to them. 
It sounds bland, but I think it is practical. 
If kids leamed more about filling in forms it would be 
useful to them. 
Meeting procedure would be useful too, though I guess not 
too many kids will go to meetings. 
Clarrie and I came from the same value system. 
Q.S: What were the educational ideals or philosophies which guided you 
when you wrote your text-book? 
Cit. Ed. did not have a structure like the latest social 
science courses I worked on which were very structured. 
I think we have people who could tum out very earthy school 
subjects. 
I think my involvement with practical thinking influenced 
the writing of my text-book. 
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Q.6: What are your impressions about developments in Citizenship 
Education over the past twenty years? 
J have not been close enough to it these last 6-8 years. 
The trend was towards the hehavioicral sciences in those 
days, and I am not sure what has happened since. 
Q.I: Since you are a Citizenship Education author, how would you 
describe the ideal citizen? 
He must be knowledgeable. My thinking on this is guided by 
the thoughts of John Stuart Mill. He should be a participant 
in the system in which he lives and understand the two 
houses of govemment. 
The historian in me says the question 'why?' is not asked 
often enough. 
We need basic understandings of the structures in society. 
There is almost total ignorance of what business and risk 
taking ore all about. I admire the American and Swiss 
systems which regard risk taking as a port of a society 
with freedoms. 
The trade imion movement needs to be known as well as others, 
but kids need to know that everyone has a role to play. 
The role one plays should be defined by whether it is good 
for Australia. We have become polarized and a course such 
as Citizenship Education should have a function in this. 
History and Geography can't do it. 
Q.8: Is there anything you wish to add? 
The Burwood Conference did not allow Citizenship Education 
to rate a mention. We raised Cit. Ed. and they regarded it 
as little more than a course in social leprosy. We were told 
it was not very important to the ACER group. The reason was 
because it had an institutional bent to it. 
They (Burwood) didn't even pay us the courtesy of acknowledging 
such a course in Queensland. They felt this course to be a 
hillbilly course in Queensland which had no merit. 
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I wasn't aware of the syllabus shortcomings until probably 
ten years later. However, I do think a fair bit of the 
original syllabus is still current and useful in my opinion. 
Grounding in facts is still essential and this was ver^y 
strong in the old syllabus. 
Q.4: What are the most important topics dealt with in your text-book? 
The information on political structures in the country, 
voting and voting procedures, meeting procedures. This area 
needs adding to rather than change. Also groups' decision-
making is very important. 
The old syllabus took no account of consensus, group 
dynamics, or anything of this nature in terms of decision-
making . 
Leaming about levels of government remains important. 
Q.S: What were the educational ideals or philosophies which guided you 
when you wrote the text-book? 
I tried to provide information that teachers could use to 
do things on their own. 
In those days, teachers treated the texz-books like Bibles 
while I meant it to be more like a reference hook. 
I also tried to provide practical exercises for kids to do. 
The idea was to encourage the teach.ers to do more of this 
kind of work. 
Most teachers in those days were not very adventurous. 
Q.6: What are your impressions about developments in Citizenship 
Education over the past twenty years? 
The first change was in the syllabus. That is, change in 
the thinking behind the syllabus. The new syllabus reflects 
different thinking and societal influences than the earlier 
one. 
The new syllabus is broader. What was wrong with the old 
syllabus was its neglect of individual awareness. But there 
are problems with the teachers who go too far in this area 
and try to do more with the kids than they are able. The 
kids must have basic background first. Discovery is not 
the place to start. 
Teachers now have more freedom of choice, and theoretically, 
can attempt to suit the interests of the kids. This is an 
important development. 
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teachers were more constrained in the past, hut not as 
constrained as they thought they were. 
Q.I: Since y o u a r e a Citizenship Education author, how would 
you describe the ideal citizen? 
Also, the ideal citizen is one who thinks for himself and 
is not easily led. 
The ideal citizen is concerned about others in the community, 
concerned also about the results of his own activities. 
The ideal citizen should be active in the community, able 
to work in a group. He should aloo know how to use leisure 
and be comfortable within himself. 
John D r i s c o l l 
Comments from the i n t e r v i e w on February 23, 1986. 
Q,l.* How would you descr ibe the r e l a t i o n s h i p between the sy l l abus 
and your tex t -book? 
I followed the syllabus in terms of content only. 
Cit. Ed. syllabuses didn't have much more than content, as 
I recall, anyway. 
I didn't attempt to cover the contents(of the syllabus) as 
thoroughly as those which preceded mine. 
Q.2: Were you sensitive to the interests of social groups when 
you wrote your text-book, and how if at all, did these groups 
influence the contents of your text-book? 
As a writer of a text-book, I was not sensitive to the acti-
vities of Rona Joyner. However, I did hear from other people 
and I have kept a file of 'clippings' . 
A diagram of a father sitting in a chair smoking a pipe 
caused a commentator to say that I was inadvertently 
promoting smoking. 
A woman who had a television program claimed that my use of 
the word rcop' was derogatory towards the police force. If 
she had read the credits she would lave, found that my inclu-
sion came from a publication by the Queensland Police Force. 
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I believe I had a crusading zeal to put into practice some 
of the ideas I had, particularly in making Cit, Ed. more 
interesting to kids. 
At the time kids were bored with Cit. Ed. and teachers 
were complaining about lack of resources . All the conscript 
teacher had was a very factually-oriented text-book. That 
motivated me to do something for Cit. Ed. 
Q.6: What are your impressions about developments in Citizenship 
Education over the past 20 years? 
I only came in contact with Cit. Ed. in 1971. 
I've perceived 2 changes. First was Cit. Ed. as a means 
of teaching basics about society and democracy to students 
who would leave at year 10 knowing nothing about how to 
vote. The emphasis was to fit students into society and 
everything else they leamed was a bonus. 
I tried to introduce a more colourful way of doing much 
the same thing with an emphasis on the spiral curriculum 
working from the individual to the wider society. I 
don't think past texts and syllabuses did that. 
I came in on the second phase to provide supplementary 
text-books rather than dominating text-books. I catered 
for the new trends such as looking at the individual in 
terms of the wider society. 
Stage three is the new syllabus with its matrix approach. 
I was involved with the state-wide seminars which promoted 
the new syllabus and the matrix approach. 
Through state-wide seminars we attempted to raise self-
esteem of Cit. Ed. teachers. We wanted to say, 'Here's 
something for you, a state-wide seminar'. I was influential 
in getting the QHTA to take on board Cit. Ed. 
The Eshuys and Guest text-hook is an example of the new 
phase around the matrix. 
Q.I: Since you are a Citizenship Education author, how would you describe 
the ideal cit izen? 
As an aware and constantly thinking individual, Cit. Ed. 
should create an awareness of where a person is at for 
future growth. 
To leam that we live in a changing world and they must 
adapt or they will have problems. 
We don't want to create an individual through Cit. Ed. 
who thinks 'This is all you need to know about being a 
citizen in society'. 
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David Mahoney 
Comments from the interview on 10.1.85 
Q.I : How would you describe the re la t ionsh ip between the syllabus and 
your text-book? 
The syllabus document and the text-book have a close 
relationship. This was largely unavoidable. 
My view was that writing the text-hook was a professional 
task which provided teachers with a resource. 
Q.2: Were you sensitive to the interests of social groups when you 
wrote your text-book? 
Exposure for social groups in my text-hook was not a concem. 
There is a framework which constrains the writing of a text-
book, but it is not determined exclusively by social groups. 
It is different in Queensland than Victoria. In Victoria, 
text-hooks are of a socially progressive kind. In either 
case, there is no duty by a text-book writer to a particular 
group. 
Q.3: Are there any topics which should have been in your text-book but 
were omitted because they were too controversial? 
Nothing serious was omitted from the text-book. 
There is a hidden curriculum in Citizenship Education which 
nobody wants to confront. Information about the mechanics 
of government, voting procedures and such is OK, hut the 
study of lobby groups, particularly social groups, is rarely 
given meaningful exposure. An important reality of politics 
is not developed: trade unions, sugar industry, the 
churches, etc. 
Q.4: What is the most important topic dealt with in your text-book and 
why do you think so? 
The most important topic is the meaning of being a citizen 
in a democracy, and the health of a society depends upon 
how well this concept is understood and practised. 
Q.S: What were the educational ideals or philosophies which guided you 
when you wrote your text-book? 
To inform children about and interest them in their society. 
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Also to encourage them to interact with their society. 
The writing of the text-book improved my ability to write 
for appropriate groups. 
Q.6: What are your impressions about developments in Citizenship 
Education over the past twenty years? 
The old syllabus was conservative and concerned with 'facts, 
facts, facts '. 
The old syllabus was preferred in Queensland because it 
was descriptive and did not take into account social dynamics. 
The current syllabus group have made the syllabus more 
relevant to school pupils. 
A desirable future syllabus might see Citizenship Education 
as part of a social studies course continued from primary 
school. 
Q.I: Since you are a Citizenship Education author, how would you describe 
the ideal citizen? 
The idoal citizen is interested and competent in public 
activities. Being aware of one's rights and possessing 
self-dignity also typify the ideal citizen. 
A Bill of Rights activates people, causes them to be aware 
of their place in society and their responsibilities. 
The ideal citizen should know about processes of politics, 
how information is conveyed to them, and how the media 
relates to an informed citizen. 
An ideal citizen should appreciate differences of others, 
such as their lifestyles. When tolerance of differences 
stops, so does democracy. 
Vic Guest 
Comments from the interview on February 14, 1986 
Q.I: How would you describe the relationship between the syllabus and 
your text-book? 
The text is based on the syllabus. We looked at how the 
syllabus is and then we found out how the schools were 
treating it. 
The text may not be arranged exactly as it is set out in 
the syllabus but it should be close. 
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Q.2: Were you sensitive to the interests of social groups when you wrote 
your text-book and how, i f at a l l , did these groups influence the 
contents of your text-book? 
We were aware of parents' views about biases. This concemed us. 
We tried to give both sides on most occasions. 
Cit. Ed. is meant to allow the individual to see how 
bureaucracy works for them. 
There is no advantage to us as authors to say nuclear power 
should or should not be used. 
Q.S: Are there any topics which should have been in your text-book but 
were omitted because they were too controversial? 
We have enlarged the political section in the revised 
edition and the section on protection to make it resemble 
legal studies at the junior level. 
Farts of the course are becoming defunct. Instead of 
concentrating on environmental issues that could he better 
left to people who do it in a broader spectrum, we preferred 
social undorstanding in two areas: the understanding of 
other cultures which is important in the world context and 
understanding how they develop social values so they can 
clarify that. 
We don't want to present to them things that their maturity 
level may not handle. 
One of my co-authors remarked that she still had to go hack 
to Muller sometimes for the 'nuts and holts'. 
Cit. Ed. should be a social studies or a social science 
'core' in a school. 
Q.4: What are the important topics dealt with in your text-book? 
(Comnents relat ing to this question are in other answers.) 
Q.S: What were the educational ideals or philosophies which guided you 
when you wrote the text-book? 
We were sick and tired of producing work unit after work 
unit which goes into our files and finding that the same 
amount of work could go into a hook. 




Q.8: Is there an ideological bias in Citizenship Education? 
All subjects are ideological. Maths can be ideological. 
Basically it is the quality of the teacher that matters. 
If the teacher is faulty there is nothing you can do. Then, 
they need good text-books. 
We know there is a school in this state where they teach 
nothing else in about four subjects than creation. Now, 
they do it in their science lessons, they do it in their 
history lessons, and even do the mathematics of it in 
their mathematics section. 
Rob Roblin 
Comments from interview mailed to me on 3.5.86. 
Q.I: How would you describe the relationship between the syllabus and 
your text-book? 
I attempted to capture the spirit of the syllabus; that is, 
to emphasize the role of people, particularly people in 
the society in which they live. 
Chapter 3-9 are based on matrix topics, but this was 
mainly a concession to publishers who wonted a book with 
wide appeal to teachers. 
The contents focus on the 'individual' and how actions and 
values of individuals can infiuence the quality of life on 
the individual and the whole community. 
Individual's understanding of social roles was regarded as 
quite important. 
Issues were less important than the role of the individual. 
The approach focuses on the individual, family and the 
community, to the detriment of state, national and inter-
national perspectives. Larger focus is only used where 
they relate to the individual. 
Chapter on 'The Car' comes in for criticism occasionally. 
It is an attempt at applied citizenship, such as form 
filling. 
Content of syllabus is only suggested within broad matrix 
framework. 
Q.2: Were you sensitive to the interests of social groups when you wrote 
your text-book? 
If anything, groups were given the 'cold shoulder'. 
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An intention of the text was to play down bias and prejudice. 
I tended to avoid issues which grew from pressure groups 
such as disarmament. Aborigines, nuclear issues and 
abortion. They get little airing in the book. Groups 
intending to make life better get exposure in the book; 
groups such as local councils. Nursing Mothers' Association, 
S.E.S., which provide a service but demand an involvement. 
The Fraser Island issue was chosen because John Sinclair 
was known to me as one who wanted to achieve a worthwhile 
goal. The process of active citizenship was the reason for 
using this issue. 
Q.3: Are there any topics which should have been in your text-book but 
were omitted because they were too controversial? 
Some topics were omitted because of sensitivity, i.e. 
structures of families. I did not want to embarrass 
the students. 
I do not see anything controversial in the Citizenship 
Education syllabus because it is not issue based. 
I suspect those who would introduce controversy do so 
for reasons other than those contained in the syllabus. 
Q.4: What are the most important topics dealt with in your text-book? 
One area of the text-book which I would like to have omitted 
was the topic of 'Transport and Communication'. It is boring 
and difficult to teach. 
I was not happy with the technology side of communications. 
All of the other topics are of equal importance because 
of the focus on the individual. 
It is important that the individual is aware of the 
environment around him, personal finance and seeking 
employment. 
What I favour most is the Chapter called 'The World of 
Work'. 
The reason all of the topics are of equal importance is 
because of the focus on the 'individual'. The topics 
become the medium for presenting this essence. 
Q.S: What were the educational ideals or philosophies which guided you 
when you wrote the text-book? 
This is difficult to answer. 
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Teachers have generally written bad text-books. 
I wanted to give a stimulus to teachers to present real 
life issues associated with the kids. Citizenship 
Education was badly taught. 
My prime objective was to simplify text-hooks so that 
they were meaningful to kids and to maximise activity. 
Hence, I used cartoons, sketches, my creation of 'Sam ', 
and a minimum of text. A lazy teacher would not like 
my text-hook. 
I wanted to create a subject which was of value to all 
kids. 
Q.6: What are your impressions about developments in Citizenship 
Education over the past twenty years? 
Most of the time it was a dead-beat subject for dead-beat 
kids. 
In the last eight years the credibility of Citizenship 
Education has risen. Few teachers were trained to teach 
Citizenship Education, and principals and deputy principals 
thought anyone could teach Citizenship Education. 
All the recent text-hooks are good. 
Many new teachers are now trained to teach Citizenship 
Education and are now asking to teach it. 
Citizenship Education was a wasteland. Now we are making 
inroads and the teaching is better. 
Q.I: Since you are a Citizenship Education author, how would you describe 
the ideal citizen? 
There isn't one. 
People who care about their life quality and that of others 
is the aspect I would emphasize. 
We should pull together to make a better society. 
We should move towards making our community a better, 
more fulfilling, place. 
Q.S: Is there anything you wish to add? 
What I've done is to steer as neutral a path as possible. 
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Dave Wilkinson 
Comments from the interview on 21.4.86 
Q.I: How would you describe the relationship between the syllabus and 
your text-book? 
Previous text-books provided very stable paramet&ps which 
were difficult to break out of. Ours tried to change 
that. I rejected several offers to write a text-book while 
I was still on the syllabus committee. I later accepted an 
offer to write a text-book with others on the condition 
that while the topics may remain largely the same the 
approach would be different. 
Q.2: Were you sensitive to the interests of social groups when you wrote 
your text-book, and how, i f at a l l , did these groups influence the 
contents of your text-book? 
My co-authors have strong views which could have caused 
problems, but this did not eventuate. 
A criticism was offered about our treatment of the police 
force and we subsequently made changes. 
More mature readers would have allowed for more heated 
topics. 
The Joyners of the world are a real concern, hut I stuck 
to my own thinking. 
Q.S: Are there any topics which should have been in your text-book but 
were omitted because they were too controversial? 
We put in more social aspects than most other text-hook 
writers; values, self-esteem, etc. 
'Social Conscience' subsumed each chapter even though it 
did not get special and separate treatment. 
We wanted to give kids insights into altematives to 
widespread apathy. 
Q.4: What are the most important topics dealt with in your text-book and 
why do you think so? 
We wanted to create a belief in active citizenship where 
one could feel confident about influencing govemment. 
There are rights and responsibilities and these should be 
presented in a balanced relationship. 
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Communication and Transportation were consciously left 
out because we thought teachers needed no help in this 
area. » 
Q.S: What were the educational ideals or philosophies which guided you 
when you wrote the text-book? 
We wanted to get kids to think they were part of their 
govemment. Citizenship belongs to people. It is not 
something which is forced upon them. 
We must cause citizenship to be something which is valued 
by the pupils. 
Q.6: What are your impressions about developments over the last twenty 
years in Citizenship Education? 
For so long Citizenship Education was thought to be for the 
low achievers. It was felt that anyone could teach 
Citizenship Education, though this was never the case with 
Geography or History. 
The latest syllabus has provided the best change. A future 
good change might be to change the name. 
The 'matrix' is a good change and was useful in the production 
of the text-book. 
Citizenship Education will raise its status when i.t is part 
of the senior school. ' With senior school pupils one can 
broaden the issues under study. Such issues might include 
peace studies, nuclear war, etc. 
Citizenship Education will become more important now that 
many kids vote while still in their last year of school. 
Q.I: Since you are a Citizenship Education author, how would you describe 
the ideal citizen? 
The ideal citizen is one who thinks for himself. He develops 
informed opinions. 
The ideal citizen comes down to one who is a thinker, and 
one who does not rely entirely on the media, family, etc. 
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